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OF THESE STUDENTS, ADDITIONAL BACKGROUND INFORMATION WAS
OBTAINED FROM SCHOOL RECORDS. FINDINGS OF THE SURVEY
INDICATED THAT (1) ABOUT 40 PERCENT OF THE WHITE SUBSAMPLE,
BUT ONLY ABOUT 20 PERCENT CF THE NEGRO SUBSAMPLE, PLANNED TO
ATTEND COLLEGE IN THE YEAR AFTER HIGH SCHOOL GRADUATION, (2)
LESS THAN 10 PERCENT CF THE TOTAL SAMPLE INDICATED THEY MIGHT
ATTEND COLLEGE AT A LATER DATE, AND (3) THAT FART CF THE
SAMPLE PLANNING TO CROP CUT OF HIGH SCHOOL BEFORE GRADUATION
INCLUDED APPROXIMATELY 25 PERCENT CF THE NEGRO BOYS, 17
PERCENT CF BOTH THE WHITE BOYS AND NEGRO GIRLS, AND 14
PERCENT OF THE WHITE GIRLS. CHARACTERISTICS OTHER THAN RACE
WHICH APPEARED TO BE RELATED TO LEVEL OF EDUCATIONAL
EXPECTATIONS AMONG THE SAMPLE (INCLUDING INTELLECTUAL,
SOCIAL, AND MATERIAL FACTORS) WERE STATISTICALLY PRESENTED
AND DISCUSSED. TYPICALLY, WHEN SUCH CHARACTERISTICS WERE
ASSOCIATED WITH ELEVATED EDUCATIONAL GOALS, THE ASSOCIAlION

I.

POINTED TO COLLEGE PLANNING FOR WHITES AND TO FIRM INTENTIONS
NOT TO CROP OUT OF HIGH SCHOOL FOR NEROES.4RELATED
INFORMATION MAY BE FOUND IN ED 010 637. (JH)
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INT/ODUCT/ON

Education appears as a common thread in suggestions for combating

many of'the biggest domestic problems of the United States in the mid.-

1960's. In an age of Increasing scientific and technological advance-
.

nent, more emphasis than ever before is being placed on the importance

.of.education .in the development of the necessary talent to fill the

many new jobs that are being created. Many employers insist on a

minimum of a high school education, and an increasing number of positions

require a college degree;

At the same time, the twin social problems of poverty and

unemployment are viewed as susceptible to the ameliorating influences

of education. The unemployed and the poor in general are often not able

to take advantage of opportunities for advancement because of lack of

education. The unemployment rate in the United States remains dis-

tressingly high even during periods of prosperity, and it promises to

remain so as long as a large percentage of the population possesses

vuch a low level of job skills that automation is an efficient alter

native to their being employed.

Of course, this is not just a problem for the individuals directly

affected. Their improverishment, their idleness, and their estrangement

from the dominant success - oriented culture of our society are problems

for us all. The costs in disease, urban blight, crime and delinquency,

and public welfare payments have been noted many times before. Moreover,
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this' wastage Of human resources violates some of our most basic values --

this everyone timid be-able-to develbp his tatent* fully and should

make a full contribution to-the totil betterment of society.

There are also those who See in education: part of the solution

to our civil rights pioblems. They may not be too'sanggine about the

pOtentials for education to quickly reduce prejudice and discrimination

directly. But they recognise that once law has lowered barriers to

equal opportunity, education takes on greit importance in preparing

persons to make use of this opportunity.

Census statistics indicate that improved education for young

people has been a general fact for many years. Table I -1 shows that -

mediah years of education Completed rises steadily with decreasing age

of cohorts. Persons over 75 in 1960 had a median education of just

about eight years, as compared with a median of more than 12 years for

those 25-29. When the population is divided by sex and color, the

same trend appears for emdh group.

This does not necessarily mean, however, that the problem of poor

education in the United States is diminishing. Aside from the question

of whetherthe average educational level is rising as rapidly as the

need for higher'training, there is the obvious evidence of large lumbers

of persons not achieving sufficient education for today's job-opportuni-

ties. And specific subgroups in the population may not have benefited --

or not benefited fully -- in the general rise in educational attainment.

Utile Isai indicates:that-Sodtherners, and especially Negroes, are below

tke -net oral median %on, education. The gip May be closing, at leaSt for
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whites, but the Southern region still constitutes an area where the

level of educational. attainment is below the national level.

It is to part of this general problem of educational de-

ficiency that the present study addresses itself. We shall be seek

ing to discover and to interrelate some ofthe fiptors Which deter-

mine the degree of educational planning and amount of schooling to

be completed by adolescents -- those in tha ninth through twelfth

grades. Our .focus is on the .South, partly because of the greater magni-

tude of the problem in this rnion, though we would hope that some

of our results could be generalised to adolescents elseOhere. With

the-large amount of migration and planned migration from the South,'

especially of the Negro population inadequate education in this re-

gion becomes a serious problem in other sections Of the country as

well. We will pay special attention to the education of Negroes,

since they, as a group, stand especially far below the national median

of education completed, and because many of the problems resulting

from low education are particularly acute for this group.

Although the main focus of our interest is on Negro youth, we

have included in our study a sample of white adolescents. This, has been

done part4tapamkkibase-lines against which tea datacnourNegro

1,UnpUblished manuscript by Cramer and Bowerman. The reader
will note that the present report does not generally refer to other
related spudies. .48 1474,9se is to summarise the findings of the
reliatCh St 'hiad,'isith references to relevant literature to be in.
cluded.in several .projected article!, and-4 possible monograph later
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unbj%-x.t.: can bd,eValuated; Ild'alsO wish to see if the same factors

o ir&ate 3n -deteiniiititat educational -plans of white and Negro students,

they may -operate in different ways and to different degrees.

Auong the qUestionS we tre,asking are these: Just that is the

level of educational attainment expected by high school students at

the-present time What are the race and sex differences in educational

plans, and how can these be accounted Zor? What are the factors that

cause some adolescents to plan to go to college, others to expect only

to finish-high schools d sttll others to anticipate the possibility

of dropping out before high school graduation?
r.

These questions are not new, and we would not expect our answers

to be totally new either. Such factors as intelligence, social class

batkground, patental encouragement, peer influence, and general achieve-

ment orientatitn have been considered before as determinants of educa-

tional aspirations and achievement. We may explore some new determinants,

but we particularly war: C.* contribute a sense of the relative importance

of several types of influence and of their differential effects on the

several race-sex groupings. By studying a relatkOely large sample

from one Section of the country, we hope not only to advance the

development'of theory, bin also to prOvide empirical evidence that may

be USefUl in ptactical educational planning and administration.

Research Methods

The-major intordst loading to this study was in the educational plan-

Neittots,-since they stand out as an especially disadvantaged

group in the South. In selecting a sample of youth for study, we
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therefore attempted to assure a broad representation of the Southern

Negro high school population. A smaller sample of white students was

obtained because we wanted a bastes with which to compare the data on

Negroes, and because of interest in the white students in their own

right -- to our knowledge, noother large -scale -study had looked at

educatidnal aspirations and gains of Southern Negroes or whites.

Three criteria were established for maximizing variability with-

in the sample.2 First, recognizing .that great differences exist be-

tween parts of the region, we wanted to have respondents from several

states and, especially, to sample from both the Deep South and the

'Upper South. For the latter, the states of Virginia and North Carolina

were selected. Tennessee had been considered before Virginia, but was

found not to have enough variation in the other criterion variables

being used. Data from the two Upper South states were expected to reflect

the thinking of high school students in areas of relatively greater oppor-

tunity, at least for Negroes. The choice of North Carolina and Virginia

was also one of convenience to the researchers, since the major base of

operations was Chapel Hill; North Carolina rather far removed from

such other 'hipper South" states as Texas, Arkansas, and Florida.3

2
While suchLan appreadh does not necessarily provide accurate

estimates of how prevalent particular characteristics are in the popu-
litions,.this does facilitate the. examination of relationships among
variables. (Relationships among variables can appear only when there
is variation within variables.)

3
This convenience became one of practical significance later,

when time and financial considerations were to limit the extent to which
follow-up data on respondents could be gathered. Proximity allowed much
more follow -up in these two states than would have been possible other-

, wise.
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From the Deep-South, Alabama and Miisissippi were included in

the .sample. With our primary interest in,Negroes, these states seemed

like -"naturals," because of their reputations as places where Negroes

are most likelr:to be disadvantaged. Thus, if state of residence makes

any difference in the educational aspirations and expectations of

Negro youth, the choice .of Alabama and Mississippi to go along with

North Carolina and Virginia-should give us a wide scope of coverage

within the South.

Attempts were also made to diversify the sample in two other

ways, besides state of residence. These were along the dimensions of

(1) degree of urbanization in an area and (2) the general level of

educational performance of Negroes in the area. The former seemed a

crucial variable to be considered, because of the strong possibility

that it was associated with differences both in educational opportunities

and in chances for exposure to proof of the advantages of education.

The latter variable had been measured and used extensively in the first

phase of this research by the authors; and it was deemed necessary

to build in insurance that our sample would not be predominantly from

areas of either generally high or low educational performance. Becautie

data for each of these last. two criterion. variables were most easily

Obtainable for such an area, the primary sampling unit for the study

was the county.

The ,basic -design originally, then, was to sample all Negro high

school students (9th to 12th grade) in one county of .each kind shown

in Diagram A, at the end of this chapter. Since the educational perfor-

mance criterion for selecting counties had direct pertinence mainly
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for Negroes,._ in selecting the sample of whites the main care taken was

to make sure that both urban and rural whites from both the Deep and

'Upper South were represented in adequate numbers for analysis. If whites

had been sampled everywhere that Negroes were included, the sample would

have bees over. double its, final size, with whites having more than a

2-0-1 majority.. Actually,:more Negro thaniihite youths were included

(10,274 to 5,604) T- reflecting our primary commitment to studying the

former.

..Table. I -2 lists the counties selected for inclusion in the study,

along with certain descriptive characteristics. In all, 17 counties

were chosen -- one of each kind indicated inDiagrimiAwith a double

1.

entry to represent the North Carolina low-urban, high-performance

counties to compensate for small individual population size. None of

the counties could be considered among the major metropolitan areas in

the South. To have included communities any bigger than 100,000 would

have enlarged the sample beyond the size we could handle, as well as

introducing other possible sources of variability. Still, we are satis-

fied that we have obtained sufficient variation along the rural -urban

continuum..

In the monthi of October and November, 1963, personal visits

were made to school authorities as we, sought permission to gather data

from high school students in the selected counties. The response was

extremely gratifying. Cooperation was obtained from at least one

school district'in each county. This made it unnecessary for us to move

on to counties that had been named, as somewhat less desirable alternates.
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Altogether, the selected counties contained 32 school districts,

and superintendents in 26 of these consented to hove their students

studied. .0f the other six, four refused because they did not wish to

disrupt the regular school schedule. In interests of efficiency,. two

other districts were not even contacted, since the very, small size of

-'their Negro populations meant that their exclusion from the .sample

could have only negligible effect on results. Table 1-3 shows the

actual number of schools and students sampled, by type of county.

Approximately45 to 90 percent of all Negro high schoolers in the

selected counties were included in the actual sample, with the

percentage of whites participating about 20-25 percent*

It should be noted that these'percentages are based on the number

of enrolled students in these counties and not on the total population

of high school age. Our sample does not include those in the age

group who bad already left school before the time of our data collection.4

Thus, perhaps a quarter or more of the high school age population is not

covered in our study. The percentage, of course, is somewhat lower

for the upper grades and somewhat higher for those of ninth and tenth

grade age. Also; the percentage lost is somewhat higher for Negroes

. than for whites. This eiclusion.means-that we start off with a bias is

favor of greater educational commitment and interest than exists over-

all .in the areas sAmpled. Still, it is expeted that we will find

4 Another-potential sampling problem, that of enrollment in
priliate schools; was minimized by our fortuitous selection of counties
with:very Small nonivnblic'itchool student populations.
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ev.ough variation in academic plans and motivation among the high

school students to permit identification of factors contributing

to the entire range of such variation.

The only research instrument feasible for our study was the

self-administered questionnaire. No other means can be used to obtain

the large quantity of information we desired from such a large sample

size as we intended. It was in the winter and spring of.1963 that we

began construction of. the questionnaire for the study.

Two North Carolina locations were selected for pretest in the

Spring of 1963: completely rural Jones County and the small city of

Kinston (population of about 25,000), both in the eastern part of the

state. Three schools -- two exclusively for Negroes and one all-white

at the time5 -- were included in the pretest; the number ofrespondents

was about 950.

In developing the pretest questionnaire, so many different types

of information were thought worthwhile that we soon collected a list

of questions that would have required considerably more time in

answering than we could generally expect to have at our disposal. In

order to try out all of these questions and to test alternate ways of

presenting some items, we used three different versions of the ques-

tionnaire in the pretest. While many questions were common to all three

-5 There was no school desegregation in the pretest communities
in 1963, nor was there more than the barest of token integration in
any of the places included in the final sample at the time of our .

data collection. For.this reason (and because we wished to avoid any
possible controversy), no question was asked on race in the question-
naire. School identification was enough to identify race in all but
about 10 or 12 cases in the entire sample of nearly 16,000.

.14
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versions; each was distinctive in at least some of the information it

attempted to elicit. Selection of items for a single final questionnaire

would. depend on results from the pretest. As it was, each Jones

County and Kinston respondent was presented with a mimeographed ques-

tionnaire of about 20 pages in length. Average completion time was

about 45 minutes -- very close to the average time we were aiming for

in the final questionnaire. Needless to quite a bit of analysis

and editing was required between the pretest and the actual surveye6

The final instrument was_a 12-page printed questionnaire consist-

ing of about lo items, of which all but about a half-dozen were of the

fixed-alternative, check-list-response type. It was expected that the

bulk of students could complete the questionnaire in less than one

hour ---the amount of time we were requesting (as a minimum) from

school authorities. Appendix A contains the final questionnaire.

Data collection began in November of 1963, with almost 011 of

the North Carolina and Virginia sample obtained by the end of that month.

Three schools were not covered until December, with a final one added

in January, 1964. The method of operation here was usually for staff

members
7

to make one- and two-day forays from Chapel Hill; the normal

coverage was one or two schools per person per day.

'6
In this regard, two research assistants who worked on the prow

ect during the summer of 1963 deserve special mention: Reginald
HtLemore, then a rising senior at The College of William and Nary, and
Miss Penny Stenbo, who had just graduated from the .same collegef,

7 Most often these were Cramer and research assistant Satoshi Ito.
Bowerman, who had been primarily responsible (along with Cramer) for
getting permission from school authorities in these two states, was'also
involved in the data collection at several places. In addition, graduate
students John Hofley and Charles Longino assisted in at least one loca-
tion arieee.,

7
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The Alabama and Mississippi part of the sample WAS netted in

December during a 16-day period when two Chapel Hill staff merbers8

made a tour of these states, lasting just abourup to. Christmas school

recess..

It would be instructive to describe the typical procedures used

in data collection: The researchers usually began their visit to a

school with a brief meeting with the teachers, generally before the start

of classes in the morning. Purposes of the project were summarised and

instructions were given to the teachers on how to administer the ques-

tionnaire to their students -- usually those in their homeroom or first-

period classes. The teachers had not previously been informed about

the project by their principals, except for being told not to schedule

anything else during the "testing" perivd. The principals had acted in

this way at our request to insure that individual teachers would not

feel threatened by the survey or be motivated to prepare their students

to make a "good impression." The principals, all apparently sincere

in their desire to aid the project because of its potential value to

them as educators, were quite willing to cooperate in this effort not

to broadcast our purpose beforehand.* We agreed that comparisons would

not be made between identified schools and that the analysis mould

look for overall trends rather than descriptions of single schools.

8
These were Cramer and Ito.

9
Campbell, at Vanderbilt University in

to give assistance in two Alabama communities.
work of lining up permissions from the various
school officials involtved.

Nashville, came down
He had earlier done the
Alabama and Mississippi
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The teachers were instructed to tell their students that the

school was participating in a region-wide survey of student attitudes

and plans for the future. They were to stress that the questionnaire

was not a test and that the students could answer freely without fear

that their responses would be read by anyone at the school. Teachers

were not to help students in filling out the answers, and were not to

answer any questions about meanings of items. Students were told to

skip any questions they just couldn't understand.

Attached to the questionnaire was a card to be filled out by the

student to identify his questionnaire for possible follow-up purposes.

This card, which had a number matching the questionnaire number, was

to be detached from the questionnaire before the student began filling

it out. All of the cards were to be collected immediately and placed in

a sealed envelope (the same procedure to be followed with the question-

naire-at the.end of "Jhe period), so that students could be sure that

identification of responses would not be done by teachers.

In general, the conditions under which the students filled out

their questionnaires were those of the regular classroom testing

situation. While this permitted some variation from classroom to class-

room, there was really no alternative. Many schools did not have any

adequate single location where all of the students (or even large

groups) could come'st once to work on the questionnaire. 'The one

central meeting place in many of'the schools was a "gyratorium," where

seating was either in bleachers or in armless folding chairs. In

neither case were there facilities for comfortable writing.
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The advantage 'of having all students take the questionnaire to-

gether would have been that the researchers could have maintained

greater control over test-taking conditions. We could have given the

instructions ourselves without the possible error introduced by having

teachers act as "middlemen." On the other hand, there were certain

benefits that were gained in using the individual classrooms, and, in

the balance, we are satisfied that we had generally good conditions for

gatheting valid and reliable data from our respondents. Foremost among

the advantages to us in using the teachers to collect the data was that

students could sense a more direct involvement of their school with the

survey operations. This seemed important especially in the case of

Negro students; we hoped that this would compensate for any possible

biases introduced by the fact that none of the research staff was a

Negro.

During the time when the questionnairowere being filled out,

the staff member directing operations would travel through the halls of

the school, stopping into rooms once in a while (or peering in through

open doors) to observe how things were going, What he saw was usually

satisfactory, although in a few cases conditions were observed to be

far from the ideal. Perhaps the most common problem was overcrowding

in the classroom, with the result that students were more easily dis-

tracted and, occasionally, were tempted to look at their neighbors' re-

spouses. The most extreme case of this was in one school where the

furnace had broken down and all of the students were huddled into less

than half the classrooms, where makeshift heating equipment had been

installed. But in this situation, as in those less potentially



disruptive,. nearly- -all. of the-students.-appeared-to be working- diligently

and,seriouslyon-the-questiontairi. In large.teisurtri---we bay attribute

this to-the.intrinsic,-interest that the gaestions-held, for the-tespOn-

dents.- But: in addition, those,who Worked in:theldatigithering. came

away with- a greet appreciation of the fine cooperation that school

personnel -- from superintendents to-students -- gave the project with

no immediate reward piotised in return.

Besides servingis a roving observer during the time when stu-

dents were completing the questioanaires, the project staff member(s)

also used the time to obtain certain other pieces.of information about

the participating schools from the principal or some other knowledgeable

official. This background material would help interpret the questionnaire

dati,and facilitate follow-up efforts. Faits were sought on course

offerings, physical facilities in the school, counseling services, and

kinds of standardized tests (ability and achievement) used, if any.

The time allotted for the questionnaire completion varied from

slightly less than one hour in a few schools to as much as 75 minutes.

In those cases where the principal allowed us flexibility in timing, we

asked teachers to impose a maximum time limit of 75 minutes in their

classrooms. In all cases, questionnaire packets were collected from

the individual classrooms immediately lifter the testing period.

Sometimes we were able to use the school intercom system to

synchronize the test-giving throughout the school. .Bot overall, we

cannot claim to have had a standard amount of-time provided for students

taking the questionnaire. Nevertheless, the degree°, questioniaiire
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co.mP.101.04 still serves _as a useful measure of -the test-taking interest

or aptitude of _respondents -t as will be seen-in the net chapter.

:One other aspect of the data collection needs-to be mentioned

briefly. This has to do with some first follow-up efforts in the

spring and autumn of 1964. Tabulation sheets were prepared in tripli-

cate containing the names of all student participants in the survey.

Each school, was mailed liits: of its students in mid-March and asked to

provide us with some additional information on them, if possible. The

types of information requested included ability test scores, achieve-

ment test scores in English and math, overall grade-point average,

absentee record up till March 1, and record of participation in music

and sports activities at school. Since only a token payment could be

offered to the schools for the secretarial services involved, we did

not anticipate an overwhelmingly favorable response to our requests for

new information. BeWeverl we did encourage the schools to send us even

part of the information if they could not send it all. By the end of

the academic year, we had received at least some of the desired infor-

mation from 21 of the 52 participating schools.

In the fall of 1964, new follow-up information was sought on

what the respondents were doing one school year after answering our

questionnaire. Were they still in school -- in the next grade or

10
Actually because of assorted problems (e.g., lost name. cards

and, in one case, the destruttion of a school by fire), five schools
Were not contacted in -this mailing. Thus, the positive response rate
was a fair 45 percent.
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Aristainet.iitthe-same.grade as last-year? Had theygomon to College?

iOrted:'they dropped :out? This- information was considered crucial for

Validating-our 'measures of educational' plans -- to fitUout.whether

students were following the paths they said th0-weri planning to fol-

low less-than-a, year before. It was decided not to via a blaied 50

imrcent return rate by seeking these data through a mailing. Instead,

return visits were made to all of the North Carolina and Virginia

schools during a three-month period ending in January 1965.11 The in-

formation on "current educational status' (CES) of respondents was there-

by obtained for nearly all of the North Carolina and Virginia sample.

At .the same time,. many of the gaps were filled in the additional infor-

mation previously requested on these students (on test scores, absence

record, etc.). The final tally showed 31 schools providing at least

some= of the data sought in the first spring follow -up, and 21 schools

supplying the CES data that was the primary purpose of the fall 1964

followup.

Method of Analysis

The processing of data on nearly 16,000 high school students

is a major task. Even with most questions precoded, it took several

monthi to edit the questionnairei and to code those few items that had

.4

1-At2

1inancial, time, and manpower limitations precluded similar
efforts in the other two states.
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been left open-ended.12 The data were then put onto punch cards and,

eventually, onto computer tapes for use on the UNIVAC 1105 facility at

the University of North Carolina. UNIVAC was used for most.of the

mechanical analysis of the data, although some preliminary runs (to ex-

plore hypotheses and to construct indices) were done with a subsample

of cases on an IBM 101 machine.

The major steps in the analysis to be covered in this respect

are these:

(1) Examination of the distribution of cases by type of county

for a few of the more important variables in the study. We used

several indices of county type in drawing up the sample in the first

place, and we need to know how much of the variation in the sample

is associated with state of residence, degree of urbanization, and

educational performance level of Negroes in the county. To the extent

that respondents differ in significant degrees by type of county,

we would have to consider controlling for this variable throughout the

analysis, even though this would complicate the analysis. The data in

Table I-4, comparing county types on selected variables for Negro males,

are enough to satisfy us that respondents do not differ as expected

by type of county. Instead, we find in other comparisons that there

JIM

12 Acknowledgement for assistance during this phase goes to
sialmrral.part-time assistant,: Mrs. Gerald Bell, Joluillofley,
Miss Susan Little, Mrs. Hallman Pope, Peter Range, Miss Sharon Rice,
and Mrs. Mark Watkins. Satoshi Ito did much of the more difficult
coding and also helped in the supervision of the other coders.
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-is-. much greater-variation within_the various types of counties than

between_them..!Thus, we fool it legitimate to drop the control of

county-type.

(2) Construction of an index of educational plans, the main

dependent variable, and an overall look at the distribution of respon-

dents on this index. This is discussed in Chapter II. 6

(3) Investigation of the relationships between the dependent

variable and several other variables definitely decided on as Controls.

These included race, sex, scholastic ability, academic commitment, and

school grades. This is also covered -in Chapter II.

(4) Analysis of the relationships between the dependent variable

and those factors to be considered the main independent variables of

the study. In Chapter III, we look at the effects of certain background

:-.

characteristics of respondents: socio-economic status, place of resi-
1;

deuce, family type, birth order, and number of siblings. Chapter

V dealt; with parent-parent and parent-child interaction both in

general and in contexts directly concerning aducation -- the expecta-

tions being that all kinds of family interaction can have their effect

on the aspirations and planning of children. The influence of teachers

is examined in ChapterVIsend Chapter VII discusses the relationship

between educational planning and the academic record of older siblings.

The influence, of. peers is discussed in Chapter VIZ% ow first with iegard

to the academic behavior and plans of close friendO and, second, from

the standpoint of the respondent's status and interaction with peers.

A separate analysis is contained in Chapter IX concerning the relation-

ship between educational planning and occupational aspirations and
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-expectations. In Chapter :I a look is taken atitow the general value

and belief systems of students are related to their specific expecta-

'tions abciut future education.; Chapter XI combines several sets of

Predictiverisbles.to,sep theirAeint effect,.and, finally the re-

lationihip between school planning And several school content variables

is examined briefly in Chapter XII.

14
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Tab/a Z - 1

Median Education, for United States
and;for Southern Region, by
Color, Sex, and Ages 1960N

Age

21

Entire United States

Total White Non-white

Male Female Male Female Male Female

25-29 12.3 12.3 712.4 -12.3 10.5 11.1

30-34 12.1 12.2 12.2 12.3 9.7 10,5

35-44 12.0 12.1 12.1 12.2 8.6 5.2

45-54 9.9 10.6 10,3 10.9 7.1 8.0

55-64 8i6 '8.8 8.7 8.9 5.8 6.7

-65-74 8.2 8.4 8.3 8.5 4.5 5.5

75+ 8.0 8.3 8.1 8.4 3.7 4.4

All ages 10.3 10.9 10.7 11.2 7.9 . 8.5

AM, 4111.10.

Total

South

White Non-white

Age Male Female Male Female Male Female

25429

30-34

35-44

45-54

55-64

65-74

75+

All ages

12.0 12.1

11.4 11.8

10.6 11.1

8.8 9.5

8.1 8.5

7.3 8.1

6.6 7.7

9.1 9.9

12.2

12.0

11.5

9.4

8.5

8.1

7.5

10.0

12.2

12.1

11.9

10.4

8.9

8.4

8.2

11.7

9*:2 10.3

8.3 9.4

7.3 8.2

5.9 7.1

4.6 5.9

3.7 4.6

3.1 3.8

6.4 7.6
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CHAPTER II

GENERAL DESCRIPTICS OF EDUCATIONAL PLANS

Since the description and explanation of variations in educe

tional plans is the primary purpose of this study, our first concern

is to develop a measure of future educational pleas that can be used

throughout our analysis. Several items in the questionnaire deal with

plans to finish high school and to continue education beyond high school.

Since it would be too complicated to use these as separate items in

analysis, we require a way of combining items into a single scale. Our

basic assumptions are as follows: (1) if there is a high degree of

consistency among responses to the several items dealing with educational

plans, combination of item-responses into a single scale will reduce the

amount of unreliability of classification of individuals by plans;

(2) it is most important to classify those at the extremes of the scale

accurately -- namely, those not planning to finish high school, and

those going on to college; (3) the items in the scale should deal with

plans and expectations, insofar as can be inferred from the questions,

rather than with what students would like or prefer to do; (4) the scale

'r should be based on a progressive screening -- i.e., only those assigned

a high probability of finishing high school should be classified as

having plans for education beyond high school.

In this chapter, we shall describe the construction of such a

scale, and show its validation against other measures with which it

should be related if the scale is to serve the purposes of this study.
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Scaling.orocedure.

A summary-of the scoring system for the educational plans index

is given in Table II-1. Subjects are first classified according to

Whether their responses indicate that they will probably not finish

high school, probably will finish, and definitely will-finish. Only

the latter group is further divided by plans for post-high school educa-

tion. The "probably not finish high school" group is made up of those

who say, on question 39,1 that they definitely or probably do not plan

to stay in high school and graduate. Those saying "yes, probably" to

this question are also included in group 1 if they are unsure of carry-

ing out their plans, and also say they might drop out of school if they

can get a good job. At the other extreme for the high-school-plans

portion of the scale are those who say they definitely plan to finish

high school, are very or absolutely sure of it, and will not drop out

even if they can get a good job. With these three reinforcing bits of

information, it seems clear that these students have made definite plans

to finish. These students appear as scale groups 3 to 7, depending on

post-high school plans. The intermediate group 2 are those who will

probably graduate from high school, but who are distinguished from the

more likely group in terms of their less positive response on one of

the three screening items.

The first screening item for plans after high school is, "What

kind of further training, if any, do you expect to get beyond high

school?" If the response is that the student does not expect to get any,

1 See Appendix A for a list of questions contained in the
questionnaire.

-*1
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or expects technical training in the armed forces, he is classified as

group 3 -- labelled "no further training." If the student checks, on

this item, that he or she expects to get training at a beauty or barber

college, nursing school, business or secretarial school, or an industrial

relations center, the respondent is classified in group 4 -- "plans

further non-college training." Only those checking this item for

"regular college or University," or "junior college" are included in

higher groups. Also put in group 3, however, are those who check "no"

on question 62 ("Do you expect to continue your education or training

after you finish high school?"), and those who say there is "no chance"

or "not much 'chance" that they will really go to college (question 07),

even if they have indicated such intentions for further training on the

previous question.

Group 5 is made up of those who. check that they expect to get

college or junior college training (question 63), think there is at

least a 50-50 chance that they will go to college (question 67), but

say -(question 62) that they expect to continue their education only

after working to make money, or being in the armed forces. Groups 6

and 7 both say they plan to continue their formal education immediately

after they finish high school, the difference being that the "6's" say

the chances that they will really go to college are "50-50" or "1°11

probably be going," while the "7's" say "/fin definitely going."

As indicated above, students whose answers on the three questions

dealing with high. school plans place them in the first two groups are

not scored on the questions about post-high school plans. Since the

screening that is used to place students in scale groups 3 and above
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is fairly stringent, we are led to ask how many of the excluded students

in groups 1 and 2 also indicate that they have plans for further

education, even though their responses do not give assurance that they

even firmly intend to complete high school. We might expect a certain

amount of inconsistency, especially in the Negro sample, between.high-

school and later plans as a result of unrealistic expectations by and-

for some students, and as a result of response unreliability.

As a test of this, we tabulated, for approximately a one-eighth

sample of the Negro subjects, the responses on the post -high school

intentions portion of the scale for all three of the high school plans

groups. Only two of the 39 Negro students in.group*1 would have been

placed in the "probably" or "definitely-going-to-college" groups, and

26 of the 214 in group 2 show the same inconsistencies. By contrast,

262 of the 1051 who had been classified as definite high school graduates

are in groups 6 and 7 -- those with college plans. Not only does this

indicate that the classification system used in this scale does not

rule out many, if any, who are college potentials, but it suggest; that

the use of these six questions differentiates plans quite reliably,

particularly between the extremes.

There are 963 students who did not give answers to all of the

questions used in constructing the educational plans scale, so they

are excluded from all of the analyses dealing with this measure. This

exclusion affects about seven percent of the Negro males, and about five

percent of the Negro females and of both sex groups of whites. Although*

the amount of bias introduced by this small a percentage would be minor

4
A 4



.30

in any case, examination of non-responses for the scale as related to

a variety of other items such as grade in school, occupation of parents,

and parental support for education shows little indication of any

significant biasing effect from non-response.

The frequency distribution on the educational-plans scale is

shown. in Table II-2,-by race and sex. Altogether, less than 18 percent

of the:students are classified in the two groups having the lowest

poSsibility of graduating from high school, and, at the other extreme,

about 26 percent indicate probable or definite plans to go on to college.

One of our concerns, :during the data collection phase of the study, was

that Negro students, in particular, might have a tendency to over-

represent their plans, partly, beeauie.,they might think of such answers

as expected in this situation; and partly because the Negro schools

constantly stress education as a primary means of getting ahead in the

world and improving their relative position. Our results.here do not

seem to indicate any such inflation of plans, however, since the pro-

portion of Negroes with college plans is actually quite a bit lower

than that of the white students -- perhaps accurately reflecting a reo,

duced opportunity for college among NegroeS. Sex differences, on the

other band, are relatively small, in the-college-planning category,

except for those who sax they will "probably go to college," here there

are more white males than females. At the other extreme,- males are

more likely than females to be in the most uncertain category for high

school graduation, and the percentage of whites who are doubtful graduates

is a little higher than that of Negroes of the same sex. Category 2 in-

cludes those who are probable graduates, but responses indicate that

44,14,i
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they are less determined than students in the upper five groups, so

they may be expected in the subsequent analysis to be similar to the

group 1 students; whether they continue or not will probably depend on

the strength of pressures for or against continuing. At any rate, there

are more Negro than white students, proportionately,sin this category.

It is interesting that a fairly large percentage of girls plan

to receive some kind of non.-college training after completion of'high

school. Nursing and secretarial orclerical work are the main kinds

of training mentioned. The. much smaller percentage of male students in

this-category is due partly to.differences in kinds of job opportunity,

and partly because a good number of males indicate.that they expect to

be in the armed forces, and are, therefore, placed in group 3 -- no

further training. This overlooks the fact that service training may have

later carry-over for civilian occupations, but for our purposes it re-

presents plans at a different level than for civilian non-college

training.

kigsational.PlansSclanasticAbilitLevel

As we mentioned in the previous chapter, forms were sent to all

of the schools in our sample during the fall after questionnaire data

were obtained, listing all of the students for whom we had a oFestion-

naire, and requesting that scores on whatever scholastic ability or

I.Q. test they had taken be entered for each student. Most of the

schools complikd with this request as well as they could, but many

students had never taken such a test. Not only were the data incomplete,

in the sense that some students had no such scores on their records or
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the schools did not furnish us with information, but there were other

complIcationd affecting use of the data we obtained. For one thing,

Several kinds of tests and different forms of tests had been used,

making comparability of raw scores virtually impossible. Furthermore,

tests had been given at different times -- for instance, one 10th

grade group would have taken a test during their 9th year, but another

would have had it in the 7th grade. We could also assume that there

ware differences among schools'in method of examination, general levels

of preparation for the test-taking skills involved, etc. We concluded,

consequently, that the best basis for scoring students was to assign

them a standard score based on the mean and standard deviation of test

scores of students in their own grade and school, making the scores on

this variable relative to their own school-grade group rather than to

the. total sample.

The relation between these scholastic ability scores and

educational plans (EP) is shown in Table 11-3. For this purpose, the

lower two EP scores, 1 and 2, are combined. These are the students

whose graduation from high school is doubtful or uncertain. At the

other end of the scale, the two groups p1.at?ning college immediately after

Ugh school differ only by degrees of certainty, and scores of 6 and

7 have been combined.

In spite of the difficulties in obtaining comparable scores on

scholastic ability, the relationship between the standard:scores and the

index of educational plans is very high. In all four subgroups the pro-

portion who are dubious high school graduates declines sharply with

increases in ability, and relatively few of those with low ability

.......-,.-
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plan seriously to go on to college. It will be noted that high school

graduation is more probable for white students than for Negroes of the

same sex and relative ability level. Males are also less sure about

graduating than are females of the same race and ability level. But in

general, a very large proportion of the potential dropouts are found

among students in the lowest half of their classes with respect to

ability. For example, 72 percent of the Negro males who were classi-

fied as doubtful finishers (code 1) are below the median of their classes

in ability level, and 62 percent of those in code 2 (may graduate)

are below the median. The comparable percentages for white-males are

76 and 74.

At the other end of the educational plans spectrum the proportion

planning to go to college, by our index, increases uniformly with in,

creases in ability level. Differences between males and females of

the same race are slight, within ability groups, but race differences

are considerable. It is interesting that it is only at the higher

ability levels that a considerable proportion of Negroes plan to go

on to college, but for the white students, and particularly the males,

a high portion even at the middle ability levels are making such plans.

Within this plans category, however, the level of certainty increases

with ability. The ratio of the "definite" to "probable" planners among

white males increases from less than one for the middle two ability

groups to better than two to one for the upper two ability levels, and

a shift of similar magnitude takes place for the Negroes and for white

females.

intiiatairtimazaswegt
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. These data suggest several points. In the first place, since

there should be some relationship between ability level and plans for

continuing education, a degree of validation for our educational plans

scale is provided. Accepting this, it is apparent that students face

their educational futures with considerable realism with respect to

academic ability needed for continuation. It is also apparent that

relative ability level within school grade. provides a standard for

students; they are both aware of ability differences and accept their

implications. On the other hand, educational plans are not to be

thought of as entirely of recent origin, and the early basee of those

plans may have provided a direction of student academic interest over

the years which finds itself reflected in more recent tests of academic

ability.

A further comment on the difference in relation between ability

level and plans for Negro and white students is in order. In general,

it is known that scores of Negro students on ability tests average

somewhat below those of white students. In spite of the fact that the

ability requirements in colleges which Negroes would typically plan

to attend are probably somewhat lower on the average than those

schools which the white students typically consider, it may be realistic

for Negroes to have to be better in their class standings than white

students in order to have college success. Compounding this tentative

, .

generalization is the fact that the job avenues for the college-educated

Negro in the South may not be viewed as being as numerous as for whites,

so only those with both college education and high ability can anticipate

success. How much of this is apparent to students at the level we were

I
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dealing with, and how it influences their decisions, we cannot completely

know, but possibly our later analysis will give us some clues on these

matters.

Academic Commitment

In addition to the question about educational plans, five

questions were included in the questionnaire for the purpose of obtaining

a measure of the degree of commitment of students to academic matters.

These items and the weights, for response categories are as follows:

In general, what do you consider to be a satisfactory grade
for you?

0 . I really don't care much
0 - Any passing grade
1 - Average grade is O.K.
2 - Roatto be above average
3 - Among the best in the class

Do you really try to get good grades?

0 - Don't try
O - Try a little
1 - Try quite a bit
2 - Try very hard

How interested are you in most of your schoolwork?

0 - Not at all interested
0 - A little interested
1 -Fairly interested
2 4. Very interested

Do you ever feel that going to school is a waste of time?

0 - Yes, most of the time
0 - Sometime's

0 - Once in a while
1 - Never feel this way



How often do you finish your homework?

0 - Never
0 - Once in a while
0 - About half the time
0 - Most of the time
1 - Always

36

In deriving weights for the items, they have been simple scored

by a Guttman scale format. Combinations of the response categories

are made in such a way as to maximize the interu4.consistency of the

items and maintain a spread of scores. The items form a quasi-scale

with reproducibilities around 85 percent. With Cornell scoring and

additional category combinations, a scale with a reproducibility over

90 percent could be formed. For our purposes, however, the simple scoring

seems to provide sufficient discrimination and is easier to score by

machine for this large number of cases.

The frequency distribution of the academic commitment scores

as well as the relationship of this variable to educational plans is

shown in Table 11-4. The median commitment score is higher for Negroes

than for whites, and the females within each race are higher than the

males. The higher scores for Negroes could be due, in part, to a

greater tendency for them to give the socially desirable answer,

especially on tests under the auspices of whites. However, similar

discrepancies do not show up in educational plans, although social

desirability is present here, too. Also,since Negro dropout rates

are generally higher than those for whites, a higher percent of the

less interested may already have dropped out. Furthermore, the Negro

szhools have put on intensive campaigns to interest students in school,

representing education as one of the necessary avenues to gaining
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success and rising above their present status. In view of the

apparently realistic aspirations about finishing high school and going

on to further training, we would be inclined to accept these latter

interpretations of the Negro-white differences in commitment.

It is apparent from Table 11-4 that academic commitment is

closely related to educational plans. The differences in plans seem

to be somewhat sharper for Negroes than for whites. Negroes with low

commitment have a high percentage who are likely dropouts and a very

low percentage with college plans. By contrast, whites above the lowest

commitment scores have much lower percentages in the doubtful graduating

group than do the Negroes. In other words, even with equal commitment,

Negroes areless likely to be certain of high school completion. At

the other extreme, at every level of commitment, except the very lowest,

White students indicate greater expectations of going to college. It

is interesting here that the percentage of Negroes expecting to go to

college increases markedly only toward the higher commitment values,

but for white students, and particularly for the males, college expecta-

tions are quite high even at the middle range of commitment. This

may be a function of overall levels of.expectation between the two

groups. For Negroes, completion of high school, and especially going

on to college, represents a considerable achievement, and more of a

departure from group norms. Therefore, thoie who expect to go on to

higher education have a higher sense of commitment to academic work.

The obverse is undoubtedly also true, that those having more commitment

are the ones willing to make such plans. Negroes May pee a closer

relationship between high school interests and performance than do

:
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whites. They are more likely to see the necessity of preparation,

and they, have already begun to separate themselves out in a different

way of life and set of ambitions, for which they may take considerable

pride. For the white student planning college, he may find the way

easier, he is expected to go, and he sees less relationship between

his high school performance and the possibility that he might be able

to go on to college. Many of these inferences can be checked with our

later data.

The strong relationship between academic commitment and educational

plans holds when scholastic ability is held constant, as shown in Table

11-5. Since data on scholastic ability are available only for a portion

of the sample, the number of cases in some of the cells gets rather

small. Yet it is clear that both scholastic ability and degree of

academic commitment affect plans for completion of high school and

going on to college. Looking first at the percent of doubtful graduates

from high school, at each ability level a decrease in commitment brings

an increase in the percent of those who may not graduate. These

percentages increase also with decreasing academic ability, within

each commitment level (reading the tables in the horizontal direction),

but these differences are not as great as for commitment differences.

In other words, it appears that the effect of commitment, holding

ability constant, is greater on dropout tendency than is level of

academic ability.

When we look at students whose college plans seem to be fairly

firm, again it is clear that both commitment and ability level operate.

At each combination of these two variables, we find a larger percentage
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of.tlhites than of Negroes planning for college, and the percentage

for white males is higher than for white females, partly as a function

of the lower commitment rates of the males. The highest percentage

planning college is, of course, found for students who are in the

top group in both commitment and ability. A decrease of one category

in commitment does not reduce this percent as much as a decrease in

ability, but since the scales are different and the divisions arbitrary,

no statements of the relative effect of these two variables can be

made with the percentage differences being so small.

The most important generalization that can be made from this

table is that both ability level and degree of academic commitment have

an effect on educational plans, and that even controlling for these

two variables, Negroes are more likely to be unsure of high school

graduation and much less likely to be planning to go on tc college,

with sex differences within each race being fairly small. For the

"most likely" category (i.e., those high on ability and commitment),

only 36 percent of Negro males and 41 percent of Negro females plan

to go to college, compared with 82 percent of white males and 76 per-

cent of Vaite females -- approximately double for the whites. Part

of this difference may be due to the larger portion of Negroes in the

high commitment category. (The category is, therefore, less select.)

If so, and assuming that honest answers were given to the items

making up the commitment scale, it would further confirm the notion

that academic commitment for Negroes is geared more to the realization

of high school level goals, while for white students it is associated

PrOPIPARRAFPr,e40114W,01151111111,
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with college level goals, whereas the realities of ability affect each

about the same with respect to post-high school training.

Educational Plans and Grades in School

In another item in the questionnaire, students were asked to

report their average grade in school during the previous year. Since

grades in school reflect both ability and degree of commitment to

school, the clear differences we find in Table 11-6 are to be expected.

For each race-sex grouping there is a strong positive relationship

between grades and college planning and a strong negative relationship

between grades and dropout potential.

One interesting comparison between males and females can be

made. In Table 11-2, we found that for Negroes, 21.6 percent of males

and 20.2 percent of the females probably or definitely plan to go to

college, and for whites these percentages are 43.5 and 36.1. When we

compare males and females within each race in Table 11-6, the percentage

of males planning for college tends to be even more dramatically higher

than for females, with average grades in school controlled. Apparently

grades are not seen to be as important for males in achieving college

goals, or they have the goals regardless of their grades because of

greater expectations for males and the greater functional utility for

them Of a college education.

Although there is a fair relationship between scholastic ability

level and average grades (as reported by subjects), there is considerable

variation of grades within ability level, as shown in Table 11-7.

The relationship between grades and educational plans holds up, even

IINIIMM111111111111
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with ability level held constant. The percentage of Negro males with

low grades who are uncertain of graduation remains high regardless of

ability level whereas those with high grades mostly expect to graduate

even if their ability level is low. Grades my, in fact, be not only

more salient but more valid as an indicator of ability to them. By

comparison, white males in the high ability group say they are likely

to graduate from high school even if their grades are low, and a fairly

large proportion of these even plan to go on to college.

Average grades and degree of academic commitment are also

related to each other (Table 11-8), though there are many students

high on one but low on the other. In comparing these "off-diagonal"

cases for white and Negro students, for Negroes there are more than

twice as many students with high commitment and low grades as there

are students with low commitment and high grades. For white students,

the difference is in the other direction and several times as great.

We have noted before that the level of academic commitment is higher

for Negro students, and this is true regardless of grades received.

This may also be a function of a more select and more determined

group of Negro students who have continued in school up to this

point.

Looking at the joint effects of average grades and commitment

on Negro males, those with low commitment have a high proportion of

potential dropouts, regardless of average grades, while those with

low grades and high commitment are much less likely to be in the low-

risk categories. On the other hand, those with high grades have

relatively high percentages planning on college, regardless of



commitment, and those with low grades in school do not plan for college

at any commitment level. Grades and commitment have different effects

on different ends of the plans continuum, for the Negro males. Much

the same pattern exists for Negro females, eanept :that commitment.has.

toreiof an effect on college plans for the high-grade group. With white

students, grades and commitment seem to be about equalITinfluential. within

each category of the other variable, and therefore have a more symmetric

effect am educational plans.

Class in school

Besides academic ability, interest, and performance variables,

there are some other factors whose association with educational plans

needs to be examined briefly before we turn to variables of greater

significance for our research. One of these is class in school. We

want to know how much of the variation in educational plans may just

be due to the composition of our sample with respect to school- class.

distribution.

The number of Negro students in our sample declines by about

35 percent from freshmen to the senior year, while the number of white

students is fairly constant for all years. (See Table 11-9.) However,

it is not possible to make any statement about relative dropout tendencies

from these figures. There is, of course, a certain amount of attrition

in school enrollment before high school graduation and it is probable

that this is higher for the Negro students. But at the same time, there

is an increase in the number of people in the younger age groups, due

to previous increases in number of births. Most important, however, is



.
t

43

the fact that the sample was not collected in such a way as to permit

reliable dropout estimates by comparing class enrollments. A few of

our schools were senior high schools (grades 10 - 12), and we were not

able to get all of the 9th-graders tomfeeder junior high schools. In

others we got full coverage of only certain grades, because of absences

of groups of students for class trips, yearbook photographs, etc.

What we can say from Table /1-9 is that there is a considerable

difference in educational plans from early to later years of high

school, both with respect to intentions to complete high schOol and

with respect to college attendance hopes. It is surprising that so

many of the students in the middle of their senior year expressed

completion doubts, but almost all of those are classified in our group

2 (probably graduate) rather than in the "definitely graduate" group

because of their doubt about finishing school if offered a good job

before graduation. For the younger ones, some will undoubtedly drop

out later, and others may pick up added motivation as they go along. As

onetoyexpressed it in an interview at the end of his junior year,

"In a couple of weeks I'll have finished all but one year of high

school. I've just sort of kept going because there wasn't anything

else to do, but now I guess I might as well put in one more year and

finish up."

In addition to the trends in Table II4, our basic tabulation

shows an increase as one goes on in school in the degree of certainty

among those planning to go to college -- i.e., there is an increase in

the ratio ofthose in plans category 7 to those in category 6.
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Since scholastic ability scores were standardized within school

and class in school, for those students for whom this information was

available, there are only slight differences in the percentage of

students in each grade in the high, medium, and low ability groups.

Consequently, the relationship between educational plans and grade in

school remains with ability level controlled, but not uniformly for all

ability levels. Students at the low and medium ability levels in all

four of our analysis groups show considerable decreases in the

percentages of unsure high school graduates as they continue in school.

For Negro:males, these decreases are offset by an increase in those

planning to graduate but not go on, while in the other three groups

there are also increases, though small at these ability levels, in the

percent going on to college. For Negroes in the upper third of

ability level, educational plans are virtually the same for all four

years of school, while for the upper ability level whites there are

increases in the percent going to college with increasing years of

school. In other words, the original relationship between class and

plans is fairly similar in each of the ability levels of white

students, with somewhat greater decrease in dropout tendency at the

low ability level and more increase in college planning at the high

level, while for the Negro students, the effect of the ability control

is seen mainly at the lower ability levels.

The distribution of academic commitment scores is likewise

almost exactly the same for all .four classes in school for all four of

our subgroups. However, in the relationship of educational plans to

both academic commitment and class in school, the. original increase in
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plans at advancing school class holds only for the medium and high

commitment groups of Negroes, while there is-little Change in plans e-

.
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for those low de-area of ' commitment. Dir the white StildatS; by

comparison, plans are about the sane at all four class levels for those

_ . . .

with-high commitment but increase-by class for the lower two commitment

levels. One interpretation of these race differences is that the white

students-60114g sttong academic commitments know all 'through their

high school career where they-are heiding, while those with lower com-

mitnint are most subject to selective factors that will affect later

motivation, plans; and tendencies to quit school. For theNegroes, those

at the lowest commitment level also "Lame' where they are going. i.e.,

not very far), and are less likely to shift plans as they progress throdgh

the school system. It might be somewhat too bold to suggest, as a

result of this finding, that efforts expended by school, personnel to

influence students toward academic excellence and ambition would be

Most effective with the lower two-thirds of the white students and the

upper two-thirds of Negro students in commitment to the educational'

process.

A Follow-up on. Plans for Education

Earlier sections of this chapter have described our scale of

educational plans and have shown how it is related to academic ability

levels, degree of academic commitment, and grades in school -- measures

of direct relevance to plans. The kinds of relationships we have re-

ported permit considerable confidence in the validity of the educational

plans scale for dividing students according to the nature and definiteness
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of their plans for continuing and future eduaation. The best valicigtion:

however, is to be able to folloW through and see what these students

actually" did. -1(i had this opportuiiity for a portion of Our originiI-

sample. OurquestOnnaite data had been oollected in the 1963-64

school .ear;- in the fall of -1964, we went back to the schools in

.Virginia and North Carolina which had been in our sample and asked .thOn

for information about the whereabouts of those students who hild been

covered in the questionnaire surirey. . Since. we had names of students,

we could make this a direct follow-up henever schools had this infor-

mation.-The principals in the cooperating schools, with the aid of

counsellors and teachers, were able to give surdefinite information on

most of their Iasi year's students. For students who had graduated,

they recorded for .us whether the. student was known to have gone on to

college or not to be in school, For the non-graduates, we were told

.
whether the student had been passed to the next grade,. retained in the

same grade, or had dropped out of school. The whereabouts of only a

few graduates was valinots;n,aa was true for a small number of other

respondents, most c whom we thought to have transferred to other

schools. in general, though,. we were 'surprised and pleased that such

a very large percentage .could be placed for us.

The tabulation of the results of this follow-up is shown in

Table II-I0. One thing is very clear; most of the students, and

particularly white students, who welt on to college had been able to

anticipate this accurately'before high school graduation. However,

about a third of the Negro students who actually went to college were

not certain of it the previous spring -- :possibly because of doubts
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about admission, and possibly benause of financial insecurities. The

proportion of Negro graduates in this sub-sanple going on to college
-

was :muChless.thaft_that:JorWhites.(26.6pereent vvrsug'56.9 percent),,-..

and was higher forwhite -male than: famale.s. (62.3 percent versus

51.6 petcent):-

Although some of those going On to college had not been surer.

that they would do so, relatively few of those who did not go on had

planned on going to college. The implication here is that our

measure showing those students who probably or definitely plan to go

on to college after high school is conservative in that it is a bit more

likely to exclude some who may go on then to include large numbers

who do not, -iii fact, enter college right-after high school.

Comparing the three groups who did not graduate, those who were

not promoted are similar in plans to students who have already dropped

out of schocl,Ohile the ones who were promoted have a much larger

percentage who plan to go to college and a smaller percentage who are

doubtful.graduatei from high school.. Differences between the white

dropouts and students promoted to the next grade are considerable but

among Negroes these two groups are relatively less dif2erentiated in

their plans.*

Data for establishing the relationship between later educational

status and ability are quite incomplete, since ability scores were

available for only a portion of those for whom follow-up data were

obtained. However, the expected relationship is shown for these

smaller numbers, as a matter of interest, in Table II-11. Over half

of the students who dropped out or were retained in the same grade were

-
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in the -164e7.- thUd of thar .tilssseii -and relatively few were- in the .-

-uptiet crtely, ding half --of-students college were

uii -i14.uper'-ibird of their- Attie- in .The-numbers are;

00 small -to tali mtich of a point of it, but there is a slight suggestion

in the -data that a larger proportion; of higher -relative-ability Negroes

thin of whites are not going on to college. Possible digferences in

&dui Oerages,- if ability_ were judged on an absolute scale, might

x--,_

671e7z
Ocaunt for tads--however.

The numbers are too small to make comparisons of earlier educa-

tional plans of students within these ability levels, but such compari-

.

sons as can be made show that .earlier plans predict well, even with

ability level-etritrolled.

Turning to academic corm we find that this tends to be

highest for the Negro females, even for those who dropped out of school

or were not promoted (Table I1-12). On the other band, commitment to

academic matters while in high-school is relatively low fer.white

males, regardless of next year's outcome. Even thoSe Who-went on to

college show relatively few with a high degree of comMitment. This

apparent relative disinterest in the academic:process has been noted

previously in this chapter, with reference to the male _White students,

so this result is consistent. White males who dropped out of eehool

were particularly disinterested, or low in commitment, and; though

the numbers are again rather small, the lower percent of low commitment

for male Negroes raises questions about possible 4Lfferences between

the groups in the bases of plans and performance.

eit***e
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1)ifferefices An, *educational: iplan t of *students at various- later

status 1eve1s, as. --shOwn. iiVrable 1L40, hold epraveii.--when. level of.-

.
. academic. votiaitment. is -contro:14.4-.- ?pi -eitX04:;:-.thrie-faurthi- of the

Negro males- with hTigh conmatment--and-whO-went on to CoIlegead_

. .
.definitely planned for collegs, compared With- one-sixth of those Who

. .

graduated but did not go -to-collegei. And among those v7-1.,th, low

comitrient, .almost 80 percent of the dropouts had:been.classified

as "potential dropodts" in our scale-of educational plans, as compared

to just 44 percent of those who where still in school a year after the

questionnaire .survey. Similar results appear. for the other race-sex--

VOWS:-

An indication of how the two variables of plans and commitment

operate together is seen in the fact that among Negro males who did not

graduate, 31.2 percent of those with low commitment lind low educational

plans were either retained in the same grade or dropped out, compared

with 9.5 percent in-all other commitment and plans categories. The

similar percentages for white males were 33:3 and 13.5. Since this

"outcome" was over less than a yearts time, and most of these students

will still.bd in the risk category for another year or two, it looks

as though these two variables may be fair predictors of which students

will -drop or.not be advanced.

Degree f e,.....ItSmL.eUonnCompletion

_ Ihe flue' variable to be considered in this chapter is the

degree- of completion of questionnaire response. In editing the ques-

tionnaires, the-nuMber of pages completed by each respondent was noted,

. cr,

3
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a count was .made.-.of- the number,-of questions left unanswered

14041 WPTO.TeXevaqt4or,tUat subject...Thecopbination of:-these trop.

44:14.--forai..i4e..o4au04teipn:inkex; data -for .which- are giver in Table'*IX-!13. ; -

Although students' taking the -.44estionnaire were -given betweeii an hoiii

- and an hour ted a quarter to complete it, wel4now'that-a number ffiund

4r .

. it impossible to finish in this Period ofltimesmadothersUndotArtedlyftinOt

OK
finish because of lack of interest. ..Not only-; would result

in a.lower:number of, cases for analysis of items later in the *clues-

tionnaire, then, but certain biases might be expected to appear as.a

result of factors correlated with incompletion. These data are presented

here partly .to describe the extent to which the quegtionnaire-completion

task was fulfilled, and partly to give a rough notion of the type-of

bias that might be encountered-in later analyses.?

The Negro males had the smallest percentage (65.9) completing

all pages of the questionnaire. (The figures for the total sample are

included for these percentages, since theles in Table 11-13, though

almost as large, exclude subjects for whom the educational plans data-

were not available -- see Table 11-2.) By contrast, 95 percent Of the

white females finished the-questionnaire, and in.between were-81 percent

of .the female Negroes and 86 percent of male white students. 'With-

in this group of completers, there are still differences in the number

of questions*ipped. A little under half of all the Negro males who

2 Of course, we should note again, as we did in Chapter 1, that

some of the vatiation.in questionnaire completion -was due to variation

t :time allotted for filling it out. Still, the fact that the com-

pletion index does -relate to other variables, as we are about to show,

:Indicates-that time allotment variations were not the crucial determinant

of differences among students in degree of completion.
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finished,s1r.ipped,less-thanthree questions and a sixth of them skipped

11:4,(4717P44'e
Oeventy-percent..of_thg,vhite females. finished and skipped

- two _ fewer cr4etf.on% 3ad...iiihev:-22:..peicelit..:-ffilitthed-.an4:-skipped. a w-1.0.

The other. two; .groups were_ between these. extremes..

In looking over the-. entire diatriLv,tion of cases on. the completion.

. .

index, in Table .11i.13, it is apparent that the tendeney- was. to move

toward completion, as far. a4 they could: get, with relatively few skips,.

rather than to skip itideirin-order to finish. The slower rate-for:

-Negro students is. undoubtedly due to è difference in reading ability,

coupled with.theJact that some of the items may have .been more

puzzling and difficult for them. to make up their minds aboUt. In the

classrooms we- observed, both from within the room and in walking past

in the hail, we got the distinct impression that students were taking

the task seriously and working hard at it. We saw very few instances

of levity, or expressions which would be interpreted as disinterest

or disapproval.

To the extent that rate. Of completion is due to differential

reeding ability and comprehension, we would expect this to be reflected

:

in educational plans. That this is so, can be. observed in Table 11-13.

Within each of the sections for number of pages completed, educational

plans are lower for students who skip questions, and there is ,Some

tendency for plans, especially for college, to be lower for those who

did not complete all pages. It IA consistent with earlier findings to

suspect that-differences by sex and race reflect general differences

in educational plans.
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These differewes.with respect-to. educational -plang. could.

interpreted .in terms of ability levelf_or -motivation. In Table 11-14,

evqn:;thodgh-thelldatifor.ability level are far-only-a:portionof. the
. .

sample-(and-aportion lie hive ho: reason to-suqpeCtis biased- on_this

:relitionship)l-we see a definiteelationship between ability.andcompie.

tion. With-in.increasein degree of-completion, either pages finished

or- items: skipped, we,find a larger:proliortiOn.of students in the lowest

third or they class in ability level. -HOwever, in the other- portion

of the-table; we see that-even. among students in the lower third of

there.is still an increase in percentage having lower educa-

tional plans as incompletioni rise, Again we have the question, in

attempting to interpret .this result, as for whether incompletion is. a

function of both ability and aspiration levek. If so, and there is a

"disinterested" elementslack of completion could introduce a different

kind of bias throughout the data. However, this can be-mostly dis-
,

gq1

counted by the data in Table 11-15. Differences in academic commitment

for students with varying levels of completion is slight, and the dif-

ferences we find can be accounted for, most likely, in terms of tht

ability component we have noted previously in commitment. .

.
In general terms, our interpretation of the effects of incom-

pletion would be as follows: We have lost some data, and what we have

lost is mainly on the last two or three pages of the questionnaire, where,

anticipati this difficulty, we placed items least central toour

study. $kipped. items are scattered throughout, and are more likely

ti3 have been skipped by students of lower reading and comprehension

ability. With the skipped items being relatively few in number and
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.stattered:, it will not affect our relationships appreciably. Any slight

effect will be in the direction of emphasizing relationships that appear

for tile :higher .abiiityit.udints..- Inihe-latter-paii of the questionnaire,

this "akilitY-bieS"-will_be a little more severe, and generalizations

will be more' appropriate for the higher level students, except for .

-thoSe iistanceswhere we cari,control for ability level, or suggest the

. _

effecta of such controls from our partial ability data. We would con.;

ciude that'the.iffecta-of incomPietiiin are not serioUs, and that

disinterest in either the questionnaire or in academic matters is not

an important element in the in:ompletiori. If it had been, it would have

been a more difficult natter than the slight "ability-bias," which

we have with us anyway.

Summary

.
In this chapter, we have introduced the key measure of the

dependent variable of educational plans, as it is used in this report.

We have attempted to demonstrate the validity of this measure by show-

ing its close relationship to scholastic ability, academic commitment,

school grades, and (perhaps most importantly) the educational staLus_of

the student one school-year after the measure of plans was taken..

It is found that the Negro students are less likely than whites.

to have serious college intentions and slightly more likely to be doubt-

ful about graduating from high school. Girls are somewhat less repre-

sented among the "potential dropouts," but are not very different

from boys in the proportion planning for college. A much larger

percentage of girls express intentions of pursuing some sort of :-
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nonc-ollege pOsts!high-school training, as in nursing, secretarial

schoolo_etc.-

:Before- going.oh-to-mortextensive:examinatimi of correlates

Of- educational plans, we should make note of: one procedural matter that.

has alreadybeen.implied. in this chapter. In most of the discussion

thus far, we have focused on two groups of respondents: (1) those who

are uncertain-about-graduating from high school -- the "potential drop-.
. .

outti," and (2) those who are seriously planning to enter college right

after completing high school the "college planners." Each of these

groups Is a combination of two educational-plans scale categories. The

potential dropolts are made up of scale groups 1 and-2, the definite

. school leavers and those who may graduate but whoare not certain.

Scale categories 6.and-7 comprise the college-planning group, differing

only in their degree of certainty about college, but all definitely

planning to go and seeing e' least an even chance that ,their plans will

be realized. The combining of categories occurred only after it was

found that category I resembled category 2 in the way it related to

other variables, with a similar resemblance appearing for categories

6 and 7.

The decision to' combine, then, seemed an obvious move, since it

provided larger subsampleswith which 'to work, at the same/time that it

appears to cause minimal risk that key relationships under study will

be obscured. In the analysis to follow, we shall continue to use these

same two groupings of educational plans as our major centers of interest.

In this way, we shill' be looking mainly at those factors associated with

either high or low levels of educational expectations. Less attention

,-- ".
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devoted to the intermediate group who are quite sure of

55

finishing high school, but relatively poor prospects for college, since

these are usually in the middle in a relationship and their-results

may be.inferred from the other two groups.
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.CHAPTER III

BACKGROUND VARIABLES RELATED TO EDUCATIONAL PLANS

In the preceding chipter, me lave described how our sample is

distributed on educational plans. We have fqund pirtto.elat levels

of expected educational attainment to be race- or sex-related, and

that scholastic ability, academic commitment, and grades earned in

high school are all good predictors of educational plans.

The remainder of this study will be concerned with an attempt

to gain, an understanding of some of the factors which account for

At least part of the differences between groups in our sample and for.

the variability within these groups in educational plans. In later

chapters, we will look at the effects of a number of kinds'of influence

on the gdolescent and his plans for education, influences stemming

from parents, teachers, siblings, and peers. We will also look at

the effects of occupational plans and several general life-values

and attitudes. Although we cannot expect to account completely for

differences among adolescents in their plans for completion of high

school or continuing into college, we will be able to demonstrate some

of the kinds of influence operating under certain 'conditions, and to

provide a basis far more understanding of some ofthe processes

involved.

In:this chapter, we shall be concerned with several descriptiye

"background variables" --: factors pertaining to the respondent's place

_in, tbeAocial, structure, rather than to his perceptions and behavioral
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experiences. &mediae& in thin- dhaptet-for heir relationship With

educational-plains are the following:

1) Several indite,: of social class

2) 'lace of residence- (maw or rural)

3) type of Litany ('hroketelor "unbroken" hooka)

4) Miumber of siblings

5) Respondent's place in the birth order

In our analysisve shall always contra for race and sex. Also

on occasion, we shall introduce the further centrals of scholastic

ability (W)., academic commitment (AC), and grades. This will be to.:

determine (1) bow ;Isich the nay variables account for plans over and

above what. is accounted for by these control variables (Figure 1),

or (2) how. rich of the relationship between the control variables

and plans is really explained by the effects of the new independent

variables being introduced (Figure 2).

FIGURE 1 FIGURE= 2

New Independent
Variable Control Control..

\ )1i New Inde-
New Inde- pendent

Plans pendent Varlble

Social Class Measures

Variable' or
)0 . Control
Plans V(

Plans

This section is concerned with the utility, relative and absolute,

of several apparent measures of socio-economic position in predicting

educational plans. These measurei are as follows:

f.
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.Material.,Possessions Index -- with one point assigned for

_each- of ;six ;kinds .possessiona that a respondentss family

might liairati- -These posiessions include (a) telephone, (b) hot
..

-running water; (c) .newspaper,. (d) electric washing

machine; ,(e) televisibn set, and- (f) -automobile. A student's

score. on this index can range-from 0 (low) to 6 (high).

2) _Mother's Education, measured by a single closed-ended question

with the categories (a)' no regular schoOling, (b) less than

7 years,. (c), 7 to 9 years, (d) at least .10 years, but didn't

graduate, frce- high school,. (e) graduated from high school,

(f) some college, (g) gracfuated from college,. (h) don't know.

3) Father's. Education, measured in. the same way as Mother's

Education.

4) Tatherss Occupational Status,, measured by a single item in-

'tended to rank-order the occupations, at least grossly, into

,status categories, separated into rural and urban activities.

These categories will be identified when we reach the dis-

'cussion of this index.

We shall see, as_ others; before us, that, social class is related

to educational planning. We shall ase,that none of the above

'measures is distinctly superior in predicting. future school plans. We

elect, to,present results for; -each measure, because of the current Jack
00

of an, accepted staadard:Andexp_of status, ,particularly for Negroes, and

-becaUse Of4nterest. in:how well. ,each predicts. ,
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MaterilLWisessions Cle)

As Table III-1 indicates, there is a rather striking relationship,

between educational plans and position of a student's family on the

material possesions index. The more possessions astudent reports, the

more likely he is to expect to go to,college and the lets likely he is

to be considering a premature departure from high school. This holds

true for all race-sex groupings. Moreover, if we look at MP as a control

variable, we find that the racial differences in plans reported in the

previous chapter are mach reduced here, especially for females.

Among those reporting ownership of no more than two of the listed

possessions, only around ten percent are in .the college-planning group;

the range is from 13.7 percent for white males to 7.5 percent for white

females, with Negroes of both sexes having intermediate percentages.

While respondents with this few possessions are least likely to expect

to go to college, they are, however, the most likely to be classifiable

as "potential dropout." It is rather significant that the effect of

law values on this index is strongest for whites, with about 40 percent
`e.

of those with 0-2 possessions uncertain about staying in school until

graduation; the corresponding percentage for Negroes is just.below 30.

Negroes also apieir to slight advantage among those reporting

3-4 possessions, although the racial differences are really negligible.

In general, no more than one -sixth of the respondents in this category

axe seriously planning on college immediately after high school, and a

somewhat higher proportion (except among Negro females) may drop out
X7. $

before graduation.

a
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It is,emong.the,students.with5 or 6,possessions that the higher

educationnLexpectetions amensWhites continue to appear, even though

. to a reduced, degree, as compared with the findings of the previous .

chapter. Thii.does not -,show -up -with respect to the percentage of potential

dropouts of those_with the:maxixogn possible HP score of 6, about 13

percent of the males and nine percent of the females of each race are

uncertain about finishing. But in t*,.: likelihood of having strong

college-intentions, the Whites are higher. Over half of the white males

with 6 possessions are college planners, as compared to less than 40

- percent of the Negro males; the smaller difference for feanales is

between 46.8 and 40.7 percent for white and Negroes, respectively. But

All in all,. the striking finding of Table II/-1 is the degree to which

this index of social class can "explain" racial differences in educa-

tional plans. Much of the overall difference between Negroes and whites

in plans can be accounted for by the fact that Negroes in our sample are

appreciably worse off in their level of livingsas measured by this index.

Over 60 percent of them report no more than 4 possessions, as compared

with fewer than 20 percent of the whites; the percentages are exactly

reversed for those claiming all 6 possessions. The Negro students as a

whole are at a real disadvantage, then, since high educational expecta-

tions ate'so much more likely to occur among those with higher levels

.4f.living, Where they are underrepresented. But within particular levels

of livinv(as indexed by the HP. scale); the" racial difference =in plans

is not sojsreat.
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Mother': Education

11:.-second indei of-socioeconomic status mother's education, also

apPearstobt a fairly-good predictor of educational plans. We look

only at-those presently living with their mothers, because the accurt4.7

of their.reporti about mother should be greater and also-because it-is

more reasonable to CxpeCt that they will be influenced by charaCteristics

of their mothers.

Aswould be expected, the higher the education reported for. mother,

the higher the expectations that the child has for himself (Table 111-2).1

Among the Negro high school students, college planning occurs for 13.0

percent-of the males and 12.4 percent of the females whose mothers had

less than seven years of formal education. At the same time, about one-

fourth.of these students are considered likely to drop out. If mother

graduated from high school (but went no further), around 30 percent of

the Negroes seriously expect to go to college, with 16.0 percent of the

males and 11.4 percent of the females still potential dropouts. The

expectation level rises sharply for those whoa mothers had gone to

college -- fewer than ten percent of the Negro students, altogether.

Here we find about 55 percent of the respondents planning on college,

with 12.1 percent of the boys and juse6.3 percent of the-girls, listed

among the possible early school leavers.

1
In general, if the student reports that he doesn't know how

much education his parent received,-bli educational expectations are
likely to be relatively low. Undoubtedly,' those who are unaware of the
specific educational. attainment of their" parents -- this applies for
fathers as well as mothers -- are likely to have relatively uneducated
parents. It seems reasonable to **pact that- the more education -.a parent
has received, the more he will make his children aware of the amount of
schooling he had Completed.

. -

:
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picture is similar, except that there is a sharper

break betitien thee-id Adse mothers were high school grads and those whose

mothers hid-less educatiOn, as well as between those-with college - going,

mothers. For those whose mothers didmot

eicent of the white males and only 8.6

versus high-school-graduating

finish the seventh grade, 18.0

percent of the females hive strong college intentions; on the other

hand, over one-third of the boys and almost a third of the girls are

dropout possibilities. Somewhat higher expectations appear when the

mother has had some high school but did not graduate. In this case,

just under 30 percent of the white student of each sex have College

plans, while 23;7 percent of the boys and 14.
ge.

indicate some chances of dropping out. A big

level -- especially in the percentage planning to

0 percent of the girls

rovement in expectation

go to college shows

up for those with mothers who graduated from high school. Here, 56.9

percent of the males and 47.2 percent of the females expect to attend

college. These percentages rise, again, to over 75 when we turn to

those whites whose mothers had also attended college. In this last group,

too, the percentage of potential dropouts falls to its loves

5.7.percent for .males and 2.9 percent for females.

One should note, as we noted before with the material pose

t just

essions

scale, that whites are advantaged in having a larger proportion in the

categories where educational plans tend to be highest. One-sixth of

the whites, as compared to just about 7.5 percent of the Negroes, re-

port that mother went to college; the total percentages of those whose

mothers finished high school are about 50 for whites and only about

25 for Negroes. Thus, even 'if whites and Negroes have similar levels

:I
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of educational plans for a given socioeconomic status level, Negroes can

be expected.to have lower overall expectations because they are overrep-

resented in those groups which tend to have low.expectations regardless

of race. We-shall observe this pattern many times in the.course of this

report. But perhaps it is most significant when we are looking at social-

structural variables, such as class, as we are now. This would suggest .

that reduction of educational planning differentials, insofar as they

are a product of such variables, can only be expected to change slowly

as the total distribution on these variables shifts toward equality.

Father's Education

Table 111-3 shows that: father's education operates very similarly

to the way mother's education related to educational plans.2 Of those

whose fathers failed to finish seven years of schooling, about one-fifth

of the white males expect to go to college, along.with about 15 percent

of those in the other race-sex categories. At the other end of the

scale, well over half of the students with college-educated fathers

also plan to go to college -- the percentages, generally higher for

whites, range from 55.6 percent for Negro females to 80.5 percent for

white males. College planning is also found among over half of the

whites whose fathers completed high school but went no further. But less

than a third of the :Negroes with similarly educated fathers express

strong intentions,of going to college right after high school.

The likelihood of.dropping out is negatively related to father's

education. It ranges from 20 percent or higher for those whose fathers

2
Again, as with mother's education, we include only those

living with the parent in question.
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had less than seven years of school to 5.6 percent and 10.2 percent

for Negro females and males,, respectively, With college-educated

fatheri and to less than five percent for whites with fathers who went

to college. Again, these are essentially the same results as were

found when mother's education was the independent variable.

The same overrepresentation of whites.in the most advantaged

categories of the independent variable is also repeated with father's

education. About twice as many whites' gathers completed at least

high school (about 40 percent, versus less than 20 percent for Negroes),

and less than half as many whites report father's education to be below

seven years (16 percent versus about 35 percent for Negroes). Thus,

we repeat the finding that Negroes are less likely to be in the most

advantaged groups (as measured by the independent variable), and even

when they are in these groups, their educational expectations are not

as likely to be as high as are those of whites.

Fathers's Occupational Status (FOS)

A general rise in the level of educational plans occurs-with

rising occupational status of father (Table III-4) -- a.not surprising

corollary of'the relationship between plans and father's education.

This pattern applies to farm and to non -farm occupations, treated

separately. While the white-collar- blue- collar distinction is important

in both races and sexes, differences in status within the blue-collir

group are Hoch sharper for whites: Let us now look at some specific

findings I*. document these-generalizations.
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Among those whose fathers have unskilled or .semiskilled non-farm

employment, all race-sex groups have relatively low educational expecta-

tions. _Between 14,2 and 21.7 percent ere possible dropiouts, and only

19.9 to 28.2 percent have firm college plans. The white students in

this category are a bit more likely to be considering dropping out, but

white males also have the highest percentage planning college among those

in this FOS category. All in all, though, there is little racial dif-

ference for students with fathers in lower blue-collar occupations.

It is noteworthy, though, that the lower-blue-collar versus

upper-blue-collar- distinction affects plans, particularly for college,

more for white than for Negro students. An increase of 13.5 points

for white males and 11.3 points for white females is seen in the

percentage with college plans when we turn from those with unskilled

or semi-skilled fathers to those with fathers in skilled blue-collar

jobs. This means that in the latter category, 42.7 percent of the

white sales and 31.2 percent of the white females have serious college

intentions. This compares with percentages of 24.4 and 29.9 for Negro

males and females, respectively,among those with fathers in skilled

blue-collar jobs ess a rise of 0.6 points for males and 8.4 points for

females over the situation for those with unskilled or semi-skilled

on-farming fathers. With regard to dropout potential, virtually no

difference is observed among the Negroes in upper-, as compared to

lower-, blue-collar 11,06 in, the percentage possibly not finishing high

school. But I modest percentage decrease does appear for whites of both

sexes when we move up the FOSS scale, even within the blueatollar

ranks.
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We would interpret the Negro -white difference in plans within

the two blue-collar categories as follows. College plans are associated

among other things, mobility aspirationi of the student and his

family. The white student from a skilled labor family probably has

greater aspirations and sees more possibility for achieving them than

does the student from-the unskilled or semi-skilled family, and we know

from a number of other studies that there is considerable upward mobility

between the generations at this level. On the other hand, this dis-

tinction between blue- collar categories is apparently less meaningful

for the Negro student in terms-of nobility possibilities, as the

emphasis put on education as an avenue to mobility by the Negro schools

would ensure that the Negro students would be at least as likely to make

this translation as the white students. Aside from the implications

with regard to the point in the social class scale at which mobility

aspirations seem to produce elevated educational plans, there may also

be a difference between white and Negro families in the blue-collar

levels in the kinds of family environment conducive to high educational

and occupational motivation and the support for achieving them.

All subgroups show substantial increases in the average level

of educational plans when we turn to white-collar employment among

fathers.3 But the racial gap is not closed; especially in'the likelihood

of planning for college. Over three-fifths of the white boys and over

one-half of the white girls -whose fathers are in lowermbite«conar. jobs

11141111111MINOMMP /01/MONM

.3
Among whites, 36.6 percent of the non-farming fathers are in

white-collar jobs, as compared to only 8.2 percent of the non-farming
fathers of Negro respondents.
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(clerical and sales) are classified as college- planners.. For Negroes

with sipi14F FOS, the. percentages are 41.8. and 33.3-for boys and girls,

respectively.. .1n the upper white-collar categories (Owner*, managers,

and..professionals),..over half the Negro students expect to go to

college 63.4 percent,of the males and 51.7 percent of the females.

Out around three-quarters of the whites (76.5 percent of the males;

71.0 percent of. the females) have similar plans.

Correspondingly, the likelihood of being a possible dropout is

reduced among those with white-collar employed fathers, especially among

those in the upper-white-collar FOS category. In this category, fewer

than one percent in any race-sex group show a propensity for early.

schoolileaviag;

We have looked thus tar only at those with fathers in non-farm

employment. A similar relationship between educational plans and FOS

occurs for those whose *fathers work on farms. Here we have made a simple

dichotomy between those who are farm owners or managers, on the one

hand, and those who are tenant farmers or farm laborers, on the other.

The ratio of the first category to the yecond, incidentally, is just

about reversed for the two races -- 36.9 percent of the whites' farming

fathers are tenants or farm laborers; 36.4 percent of the Negroes'

fathers are owners or managers.

We find that the lower *status group has appreciably lower educa-

tional expectations in all'four race -sex subsamples lower, in fact,

than what is found in_aAy other. FOS category, non -f arm as well as farm.

Fewer:than. ten .percent of the white females and of Negroes of either

sex. have college; plans if their fathers are tenant farmers or farm

Ny
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labbrert-: 'percentage-cis:only:slightly -higher,. for white _males

.-At --the-same between -one...quarter and -one -third (in the case

of white females) of these-Students-Are classified as possible

dropouts.

In contrast are the students whose fathers manage or own farms.

For Negroes, the contrast'is not overwhelming, however. For even in

this group of relatively advantaged offspring of farmers, the level of

educational-plans is still only about what it is.for children of un-

skilled and semiskilled laborers in the non-farm ranks. In fact,

Negro males are not quite as well :off. If father is a farm owner or

0
manager, 24.5 percent of the girls and 17.2 percent of the boys plan

to go to college right after high school, while 15.6 percent of the

girls and 21.7 percent of the boys may not even finish high school.

About two-fifths of the whites with fathers in upper-status ;1

farm employment plan to go to college, and 19.3 percent of the boys

and just 11.6 percent of the girlie are considered possible dropouts.

Thus, the white respondents in this FOS category tend to resemble

those with non-farm skilled-laboring fathers, rather than being most

like those in the lowest non-farm FOS group, as is the case with

Negroes.

Socioeconomic Measures and Educational Plans

We have now demonstrated that there is a rather substantial re-
,

lationihip between educational plans-and socioeconomic status, whetever

the-particular measure of the latter variable. Actually, we could repeat

these findings at least a couple more times with our data by substituting
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a subjective measure of social class (the respondent's estimate of his

family's status position) or a measure of Mother's occupational status.

We find that high educational expectations are moat likely to be assoc-
."-,

iated with high subjective status, especially among Whites,4 and with

high occupational status of mothers who worked.

In general, then, the higher the socioeconomic status of a
.

student, the more likely he is to be planning a high level of educational

attainment, regardless of the status measure used.

A2plication of Controls to the RelationshiL Between
Material Possessions and Educational Plans

In Tables III 5-7, we see how MP relates to educational plans

jointly with scholastic ability level, academic commitment, and school

grades.5 In general, social class seems to be related to plans, even

when the "talent" variables are held constant.6 But the combination of

class with either ability, commitment, or grades tends to make for even

greater predictive power.

4 The clarity of the meaning of a subjective status measure to
Negroes is questionable.

5
Material possessions was selected as the measure of social class

for this purpose since it correlates well with other measures, has about
the same relationship with-educational' plans as the other measures, and
data oi this index are available for a larger number of students.

6 There is: little relationship_ betwen the material possession
index, of class and the three "talent" variables. The difference between
students. who are high and low On these variables-in percentage having
high possessions (5-6 for Negroes and 6 for whites) averages less than
10= points; with slightly greater :differences for-white than Negro
students.
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-=-FOr exaisple,- when =using SAL as- our "talent" measure, we find that

the tteatett likelihood-of being- 4r-college planner occurs among those

with NP ausd MaXLIUM ability;- among this group;: 48.1 percent of

the Negro- miler, 62-.1 percent. or the Negro females, 75:0 percent of

white males,- and- 70'.6 perctnt of white females are expecting to attend .

college: At the other extreme, fewer than ten percent of those with

low SAL and with no more than four possessions are intending to go to

collage. (The percentage is 0.0 for the 112 Negro girls who have 0-2

possessions and who are in the bottom ability group in their school

classes.)

At the same time, the proportion who are potential dropouts moves

from a high of around two-fifths among those with minima NP and SAL

to well below 10 percent for those with the most possessions and highest

scholastic ability.

The same trends can be observed when academic commitMent or

school grades replaces ability in the multi-causal model. For a given

level of commitment or performance (grades), the higher the score,

the more likely educational expectations are to be high. Also, for a

given level of material possessions, the higher the commitment or per-

formance, the higher the educational plans are likely to be. And

finally, if both HP and cogmitment or performance are high, educational

plani are moist likely also to be high.

It is difficult to evaluate whether social class or "talent" is

the gretter contribUtOr to educational plans, since each can be seen

to operate at least somewhat independently'from the other. But certain-

the- advantage of- being, high' On both Viviabide, as opposed to being

high on one and low on the other, sisobvious at least in the case of college
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expectations. In just about every case, the chances of being a

serious college-plannet are more than ddubled among those with high

socioeconomic status and high "talent as compared to those high on

just one of these and in the bottoi categories on the other. As just

one example, whereas 50.4 percent of the Negro males with high commit-

ment snd-umtdmot MP are college bound, this is true for only 14.4 per-

cent of those with high commitment and lowest MP and for just 21.2 per-

cent of those with highest 10 but in the lowest commitment group. Thus,

while the variables are, in a sense, additive -- in that each seems

to have some independent effect on educational plans, they are also

multiplicative, in that the positive effect of one seems to enhance

the positive effect of the other above and beyond what each might be

expected to contribute separately to plans.

This appears to be somewhat less true with regard to dropout

potential, where at least two of the "talent" measures, commitment

and grades, seem to be more important than social class as a predictor.

If students are highly committed or have performed well in school, they

are relatively unlikely to have dropout plans, even if their socio-

economic status is low. And if the latter is high, dropout potential

is often still fairly high, so long as the student is not committed

to academicsor not performing well in school. This is not to'say that

Social class hai do independent, effect on the decision of whether or not

to graduate -- just that the effect is not as great as that produced

by present academic commitment and performance. The fact that a person

eXpresses coin ittent to academics or is doing well in school is,

apparently, an'idication by itself of strong intentions to finish high
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school. But in the realm of college plans, the independent variable

of socioeconomic status rises to equal importance (with commitment or

grades) as a predictor of the level of students'' educational expectations.

We can conclude that to have ability (or commitment or good,

grades) and to have a material level of living conducive to high aMbi-

tions is by far the most fortuitous condition for producing youth

determined to go to college. To lack material well-being cuts sub-

stantially into the likelihood of college planning even among the most

able and ccamitted students. Undoubtedly, they see financial pressures

pulling them from academic aspirations. And their economic situation

may also be associated with a reduced valuation of education within the

social environment -- the social support for further educational

ambitions may be missing. Similarly, the poorer student (from an

ability, commitment, or performance standpoint) is relatively unlikely

to Flan on college, even if his MP score indicates that financially he

could go. Apparently, this last kind of student either recognizes that

he lacks the competence for college or, for some other reason, has al-
l

ready turned away from academic value. To be well off financially or

to be smart or academically committed are separately helpful factors

in elevating educational horizons to include college plans, but one

without the other constitutes a distinct risk that the maximum potential

in academic attainment will not be realized or even aspired to.

We shall now turn to other aspects of social structural position

to see whether they, as well as socioeconomic status,.appear to influence

the level of ambition observed among the youth of our sample.

.1-



...

89

Urban-Rural Residence

Utban-rural residence is one of the background factors that might

be expected to influence educational planning. A person growing up in

an urban setting is more likely to see the full range of advantages

accruing to persons with high educational attainment. Exposure'to

college-educated persons and to occupational opportunities requiring

post- high - school education is more likely to occur in cities than in the

rural areas. Thus, we would predict that thcise in our sample from

urban coMmunities would tend to be planning a higher level of educational

attainment than would the more rural respondents. Those actually living

on farms might be least likely to intend to continue their education

after high school -- both the lack of intimate acquaintance with the

payoffs of higher education and the possibly depressed economic condi-

tion of farm bred respondents would seem to work against their having

generally, high educational expectations. Intermediate might be those

who, while not living in an urban setting are also not living on a

farm; these persons would at least be somewhat more likely than the

farm residents to be familiar with non-farm occupations (tending to

require somewhat more education), even though they would-not be as

sophisticated as urbanites in their knowledge of the advantages of

higher education.

We have subdivided respondents Into four categories along this

urban-rural dimension: (1) those-reporting an urban vesidence in a

county with-a total'of. at least 40 percent urban population; (2) thoie

reporting a town residence in aftrural" county (with leis than 20 percent

urbiWor reporting. a rural non-farik residence, regardless of the
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countyls percentage urban; (3),those reporting residence on a farm

of at least 25 acres in size; and (4) those reporting residence on a

farm, of less than 25 acres. All in the first category can be considered

residents of communities.of at least 20,000 in population or of

communities proximate to these urban centers. Students in category

two do not live on farms, but they reside either in open country or in

-communities of less than 4,000 not proximate to larger urban places.

Farm residents comprise categories three and four, with size of farm

distinguishing the twogroups. From previous findings regarding the

relationship between social class and educational aspirations, we

would expect that those from more prosperous farms (generally the larger

ones) would be somewhat more likely to aim for higher educational:goals.

.Table 14-8 indicates a moderate relationship of the kind pre-

dicted between urban-rural residence and educational plans. While 26.9

percent of the urban Negro males have at least a probable expectation

of entering college after high school graduation, only 14.9 of the

males from farms have such plans. (The figure is only 11.9 percent

for those from small farms). Slightly over 50 percent of the urban

white males have at least probable expectations of going to college

immediately after high school, and just 32.2 percent of the farm4red

have these plans, with the, percentage reducing to 20.8 for those from

small farms. The nowsurban, non-farm occupy an intermediate position

on educational: plans for both, Negro and white males. Thus, while urban-

rural residence does not account.for the racial difference in levoi: of

educational aims, it is a factor ,of some importance in explaining dif-

-ferences in plans within racial groups.

F
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But this is much more true for males than it is for females.

In fact, Negro girls from large farms are somewhat more likely to be

planiing for college than are girls from non-urban, non-farm settings

(20.6 percent vs. 16.8 percent), and are not much less likely to be

planning-for college than those from urban areas (24.5 percent). White

girls sho0 no such reversal in the general tendency of urban and farm

residents to be most disparate in educational plans, but the difference

is not as great as for white males. Perhaps the dearth of opportunities

in rural areas for women forces them in greater ntobers to aim for the

requirements of urban life among then the need for more education.

This would tend to counteract any general effects of rural background

in depressing the level of educational goals. Rural males, on the

other hand, are more differentiated from their urban and non-farm

counterparts in college plans than are rural females.

Looking at*other points along the spectrum of educational

plans, we find few noteworthy contrasts between urban and rural respon-

dents. The tendency for small-farm students to have a higher percentage

uncertain about finishing high school does not appear for white males

and is only moderate for the other race-sex groups. Farm white males,

especially those from small farms, seem to cluster, instead, in the

category of respondents intending to finish high school but not planning

to get any further formal training.

In general, then, the overall picture, as expected, is one of

urban students most frequently planning to go to college. But we find

less striking rural-urban differences in percentages expecting to attain

lower educational goals. Being from a city may serve to raise some



C.ortams:.

92

children's sights to plan for college, but for many others, it is rela-

tively weak insurance against uncertainty about finishing high school.

Among the factors that might be expected to mediate between

urban-rural residence and educational plans are scholastic ability

level, degree of academic commitment, and grades in school. All have

been viewed by previous writers as being products, in part, of such

background factors as urban-rural residence. At the same time, these

variables are related, as we have seen to the level of educational

aspiration. Tables III 9u41 indicate that degree of urbanism contri-

butes more to educational plans than that which is refracted through

ability, commitment, and grade levels. For, even with these mediating

variables controlled, the same trend generally appears of urban students

most likely to be expecting to attend college. Those from small farms

still are least likely to be planning for college, and students from

large farms or from non-urban, non-farm residences are still generally

in the middle in percentage expecting to go to college. There un-

doubtedly is some reduction in the predictive value of urban-rural

residence once the three intermediate variables are controlled for.

But we can still concluf.la at this point that urbanism, by itself, is a

.variable of at least moderate importance in influencing the level of

educational aspirations of our sample of students.

Type of Family

When one looks at the effects of family structure on educational

aspfIrl.tions, a natural starting place is in the comparison of children

from broken and unbroken homes. There is some evidence from the
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literature that children living with both parents are likely to aspire

to higher goals and to have and perceive the means for attaining these

goals.

What are some.of the features associated with family structure

that might account for this ads.antage to children from unbroken

homes?, The family most conducive-to high aspirations among children

should provide the following things, at least: (1) the guidance,

authority, and discipline required to point and keep a child along the

path toward such desired goals as high levels of educational attainment,

(2) the warmth and emotional security needed as a base on which to

build firm plans for the future without undoefear that one's environment,

particularly social, Will interfere, and (3) the material means which

are needed in order to prolong the imme,iately unproductive, educational

phase of life.

The unbroken home is relatively more likely to contain the

characteristics just listed. Both parents, with the father predominating,

are typically depended upon for the first function, while mother generally

provides the second in larger measure, and father usually provides the

third. When a real parent is absent or is substituted for, these

functions would seem not as likely to be adequately provided. The con-

dition of an absent or substitute mother seems likely to interfere with

the development of self-confidence -- an outgrowth of the emotional

security usually provided by the mother; the absence of a real father

undermines the guidance function.of childhood socialization, as well as

the "breadwinning" function (at least if there is no father substitute).

If this reasoning is correct, the much greater percentage of Negroes
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from broken homes -- about 45.percent to only 19 percent among whites

Woursample might be one reason for the relatively lower level of

educational plans among _Negroes.

Our data lend support to the general hypothesis that broken

homes reduce the level of educational plans (Table 111-12), though

differences are not as great as expected. For all race-sex groups,

the percentage planning to go to college after high school graduation

is larger for those from nnbrokenbomes, whether the comparison is with

all those not living with both real parents or with those from any

particular type of "broken" home. For Negroes, there is about a five

percentage point difference is planning for college between those from

unbroken and broken, homes. For whites, the difference is greater than

ten percentage points. Almost 46 percent of white boys living with both

real parents plan to go to college, as compared to just 33.4 percent

of those not living with both real parents.' For white girls, the ".

corresponding figures are 38.8 percent and 24.0 percent; for Negro

boys, the difference is from 23.9 percent to 18.9 percent; and for

Negro girls, it is from 22.3 to 17.6 percent.

At the other end of the educational plans dimension, we find the

expected converse. Those from unbroken homes are less likely to consider

themselves possible dropouts from high school. But the differences are

not very great for any racesex group; the largest difference in percentage

of potential dropouts between those from unbroken and broken homes is

found among white girls, and this difference is of less than seven

percentage points -- from 12,5 to 19.3 percent. Thus, it seems that

having both real parents in the home has some. influence on educational
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plans all along that dimension, but that its greatest effect is in

deterMining whether a child will plan to go to college or not -- this

being most-apparent among whites.

When we examine the various specific types of broken homes, we

find no general ordering as to which are more or less favorable to high

educational-aspirations. It is true. that for three of the four race-

sex groups the small number reported living with no relative are at the

bottoift in percentage expecting to go to college and they lead in the

percentage considering dropping out or stopping after high school grad.

cation (categories 1, 2, and 3 on the original educational plans scale).

But for white. males this is not true, and the possibility of sampling

error with small N's makes one reluctant to conclude either that living

with non-relatives is an anti-education factor or that white males are

peculiar in their reaction to this kind of living arrangement. The

latter conclusion, especially, would be very difficult to interpret.

Other theoretically meaningful distinctions between types of

broken homes are not consistently borne out by our data. For example,

the notion that boys will suffer more from the lack of a father appears

true for whites. For, as compared With those living with both real

parents, there is a much sharper reduction in the percentage planning

for college for boys than for girls living with mother only. Even

having a substitute in the form of a stepfather still leaves a fairly

sharp drcp in college planning, although this is shared for both males

and females among whites. But for Negroes, no such trend appears.

Having no father or only a stepfather produces a percentage planning for

college which is virtually the same as for several other types of broken
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families. Infect, there teems to be a barely discernible tendency

forthe-lack of a real father to be less disadvantaging than most of

these-other types., at least for Negro girls.

On eight also wish to. ask whether having a stepparent is better

or worse than having no parent at all. Our data indicate that this in

itself makes very little difference- insofar as educational plans are

concerned. For Negro males, the percentage planning college after high

school is ibit higher for those with mother only and father only than

it is for those having a stepfather or stepmother. For Negro females,

the reverse is very slightly shown. White males seem to benefit from

a stepfather, as compared to living with mother only, but it doesn't seem

to matter whether white boys have a stepmother or live with father alone.

On the other hand, white girls have somewhat higher likelihood of plan-

ning for college if they live in a mother only or a father-stepmother

family, as compared with either a father-only or mother stepfather

household.

Essentially, we must conclude, then, that family intactness does

make some difference in the level of educational plans of our respondents.

But the effect is no more than moderate -- somewhat greater for whites

than for Negroes. And within the broad category of "broken homes,"

there is no consistent pattern of which specific types of family structures

are most beneficial or -least harmful for the development of high aspira-

tions among children.

Before turning from this examination of the importance of family

type, we want to see whether controlling for scholastic ability )evel,

academic commitment, or grades would account for the modest relationship

I.
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between family type and educational plans. Perhaps family type is

associated with differences in these three control variables and perhaps

the former contributes nothing independent of SAL, AC9 and grades to-

wards the determination of respondents' plans to graduate or to go to

college.

In Tables tII -13 -15 we see that application of.these controls

does not generally erase the modest relationship between family type

and educational plans. At least among whites, regardless of the SAL,

AC, or grade level of respondent, he is somewhat more likely to be plan-

ning college and somewhat less likely to be considering dropping out if

he is from an unbroken home, rather than from a home where one or

both real- parents ere absent. The only possible exceptions to this

among whites occur among those with relatively low scholastic ability--

for such girls there is little difference between those from unbroken

and broken hopes in likelihood of planning for college; and for white

boys with low .SAL, intactness of home seems to make very little dif-

ference in the likelihood of being rated a potential dropout.

Among Negroes where the relationship between educational plans

and family type was Weaker to begin, with, there are several reversals

from the general trend when SAL, AC, and grades are introduced as con-

trols. Those males who are either relatively high or relatively low on

SAL and from broken homes have a slightly higher percentage planning to

go to college right after high school than do their counterparts from

unbroken homes. The same is true for females with relatively low SAL.

Low academic coMmitment is least likely to be associated with college

planning among girls, if they are from unbroken homes. And low grades
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tee a co-it:oat-int of dropout potential imoi2g Negro males at least as

often for thoie from Unbroken homes as they are among those with one or

bbthteal parents absent.

but none of these reversals is of any appreciable magnitude.

HOweVers neither are most of the non- reversals distinguished by the

degree to which they uphold the original trend of higher plans for

those from unbroken homes. Our-safest conclusion, then, is that the

weak general tendency-for educational plans to be higher for Negroes

from unbtoken-hoines- is. in large part only a reflection of the association

between family intactness and such other determining factors as scholastic

ability, academic commitment, and grades in school. On the other hand,

family intactness does appear to make some independent contribution

tO educational plans of whites at almost all SAL, AC, and grade levels.

As with most of our other background variables, it appears that the

effect on adolescent academic planning is greater for whites than for

Negroes. Thus, as with the other variables, the racial differenceAm

proportion of broken homes cannot explain the reduced educational expecta-

tion level of Negroes.

Number or Siblings and Birth Order

Two other family structural variables that can be investigated

for their possible association with educational plans are number of

siblings and birth order. The large family" is likely to be less con-

ducive to a high level of planning than the small family. For one reason,

the large family, would seem to provide less opportunity for individualized

attention and encouragement directed toward the growing child. It would
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aliobe,expectad, singly becauke of: the association between large

families-and-both-lower-social class and rurality - both already seen .

asdepressants on high. educational aspirations and planning.

As for birth, order, the influence on, educational plans would

probably be more complex -- partly a function of family size. One ex-

pectation might be that- the older-child, especially in larger families,

would bear the- brunt of any- factors Militating against high educational

expectations; such as low economic status, broken homes, etc. The

oldest male child, at least, would be on call, in case of emergency,

to give up his own possibly high aspirations.in favor of contributing

to the general welfare of the family. Conversely, the youngest child,

especially in large families and especially males, would tend to be re-

latively protected from the vicissitudes of family disorganization and

deprivation- and would reflect this in a relatively optimistic and ambi-

tious outlook with regard to plans_ for_ future education. On the other

hand, there.is some previous _research evidence to indicate that at

least among whites, the oldest child is likely to have the highest aspira-

tions or expectations. This is usually attributed to the fact that the

oldest is often the most perfect reflection of parents' goals. lie

alone, gram all the children; ever receives undivided attention from

his parents. While this is usually just in infancy, certain predisposi-

tiona (e.g., the need to achieve) may be largely developed during the

period and even intensified once rivalry wits} new siblings is introduced.

Also, he-oldest-child may be- used 'as an example for later children,

With, the result :that higher standards are set for hint. Thus, we have

tad- conflicting predictions. about the effect of birth order on

.00
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educational plans. One previous study suggests that social class

may be an important specifying factor: middle-class first-born will'

be relatively high aspiters, and those from the lower class will be

relatively low on educational expectations. While we shall not con-

trol. for social class directly at this point, we might expect from

the above that whites and children from small families would be more

likely to follow the middle-class patterns, and Negroes and children with
a large' number or siblings would tend toward the lower-class pattern of

relationship between birth order and educational plans.

Turning first to size of family, we find that our data follow

predictions quite handsomely (Table 111-16). Among whites, over half

of the only children and almost half of those with one or two siblings

are planning for college right after high school. But just 20 percent

of the males and 14.3 percent of the females with five or more siblings

have these plans. For Negroes the contrast is not so sharp, but it is

still noteworthy. Around 30 percent of the only children and those

from small families are planning to go to colleges while this is true

for only about 17 percent of those from large families. Negro males
.

do show one exceptional pattern in that only children are not quite as

likely to be planning to go to college as are those with either a small

number or even an intermediate number of siblings. But for all race-

sex groups, the likelihood of planning for college is definitely least

when the number of siblings is five or more. Similarly, the percentage

classified as potential dropouts tends to be highest for those from

large families for all ratesex groups and is lowest, at least for

whites, among those with no more than two siblings.
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-An-interestiniradditional'point to note-is that among-those

-frem lame, faMilies4:the.usual-race-difference in college expectations

ditappears. In -other words, while whites are usually quite a bit more

-likely-to be planning to-go-to college, those from large families have

no higher expectation level than their Negro counterparts. On the

other-hand, among those from-Saiallerfamilies, whites have a- much higher

percentage with college plans. Thus, large families seem to have the-

same effect on whites as on Negroes, but the advantages of small

families seem to carry. more weight for whites. As with the background-

variable examined before, the influence of family size in general seems

to -be greater for whites than for Negroes.

As we mentioned above, one reason for the family-size difference

in educational plans is the relationship between size and socioeconomic

status. In Chapter XI, we will show that much, but not all, of the

size-plans relationship disappears when social. status is controlled.

Even so, it is not possible to say whether differences in family size

are basic and one-reason for the effect of status, or whether size is

merely an indicator of -the status variable, in this instance, contribut-

ing relatively little to the variance of plans apart from status.

Generally, controlling for scholastic aptitude, academic commit-

ment, or grades does noterase the relationship found between size of

family and--,:educational-plans (Tables/II-l7-19). There are no signifi-

cant reversali,among whites in the usual tendency for college plans to

be most frequent for children with no more than two siblings and least

frequent -for those with live' or more brothers and sisters. The combina-

tion of being from a small family and having high SAL, AC, or grades is
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very effective in producing a college planner among whites. For example,

over 80 percent of the white boys with high AC from small families

expect to go to college, as compared with only about 30 percent of the

low AC boys from small families and only 22 percent of the high AC boys

from large families. Eighty-six percent of the white female only

Children with high SAL have college plans -- more than double the per-

centage among either low SAL only children or high.SAL girls from

large families.

For Negroes also, the controls of SAL, AC, and grades do not

usually alter the relationship of family size and educational plans.

Children from large families are generally least likely to be planning

to go to college, within each category of the control variables. The

one exception is that for Negro girls with low grades, the percentage

planning college from large families is essentially the same as the

percentage from medium-sized families (6.9 and 6.8 percent, respectively)

and is higher than the percentage among girl only children (just 4.3

percent, but for only 23 cases). The introduction of-controls produces

no consistent effect on the one earlier noted deviation from the general .

pattern: of negative relationship between size of family and level of

educational expectations: the tendency for Negro male only children

to have a lower frequency of college planning than those with some,

but not a large number of siblings. We do. find some control categories

(low AC, low SAL, and high SAL) where the only male child has the

largest percentage planning.college, but these all involve only a small

number of cases. In general, size of family tends to operate for Negro

males SI III as for the other race-sex categories OOMS in the same way when

' . ' '44; _,.., ..'_.;.3"''..g4(.:
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controls of ability, grades, and commitment are introduced, as it did

without these controls. As a rule, then, except for Negro male only

children, the smaller the family, the higher the expected level of

educational attainment.- We can accept as empirically supported the

assumption that the smaller family is more likely to have the material

means and the parental encouragement most conducive for the child to

expect to.go. to college and to plan definitely to finish high school.

With -size- of family considered, birth order seems not to be

a very important factor affecting future educational plans ,ZTable III-20).

Among white small families, the oldest child is most likely to be planning

to go to college, and for white females, the oldest child is least

likely to be a potential dropout. But none of the percentage differences

is very large; the difference between being an oldest child in a small

family and being either middle or youngest is never as much as ten

percentage points in the percentage plannlag college or possibly not

graduating from high school.

Contrary to what was predicted at the beginning of this section,

the advantage for the oldest child among whites increases with size of

family. He is several percentage points more likely to be a college

planner and less likely to be a potential dropout than either the

middle or youngest child in both the medium- and large-sized family.

When there are three or four siblings, the contrast is most striking

between oldest and youngest children in college plans -- 47.3 percent

of the oldest white males plan college, as compared with just 34.1 percent

of the youngest; for females, the figures are 35.7 and 21.4 percent.
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In the largest families, 25.6 percent of the oldest white males

expect t4 go to college, as opposed to 16.5 percent of the youngest;

and 31.2 perceut of -the oldest girls expect to attend college after

high school, as compared with 14.4 percent of the youngest in the

family and 11.8 percent of those who occupy a middle place in the birth

order. There is a corresponding, though smaller, reduction in the

percentage of potential dropouts among oldest white children in medium

and large families, when compared with middle and youngest children.

For Negroes there is no real pattern of a particular place in

the birth order being strongly associated with increased expectations

of going to college or with decreased dropout potential. In five of

the six sex-by-size-of-family groupings, the youngest child has the

highest percentage planning college -- the exception being the Negro

females from small fad/Jess, where oldest children have a slight

advantage. On the other hand, middle children show the lowest percentage

of college planners in all six groupings. But never is there even as

much as a ten percentage point spread between the category most plan-

ning college and the one least planning college, when sex and size of

family are controlled for. And when we look at the percentage who might

be considered potential dropouts, there is not even a consistent tendency

for a particular place in the birth order to rank best or worse for

Negro youths. It would be useless even to try to summarise the

specific findings in this regard, since just about all percentage dif-

ferences could easily be attributed to minor sampling fluctuations,

And so, again we sea a background variable predicting better

for T4hites than for Negroes. Birth order seems not a very exciting

-rzansiniirviummi_nevumemzemownsmaromumiusavvionsporommosmarwawamoveammatantummougalviworoommwaffilwar.,,,04-
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predictor of educational plans in either race, but it seems to have

relatively greater utility for whites. Somewhat contrary to our

earlier speculation, the oldest white child tends to have somewhat

higher expectations with regard to his educational future. This is

true for both sexes and controlling for family size. The strength of

this tendency is not enough to merit further speculation at this time

nor does it suggest that we should take the trouble to introduce the

controls of ability, academic commitment, and grades, since birth order

is certainly not a major contributor to educational planning, even for

whites. But for those who would focus on the effects of birth order,

rather than on the determinants of educational plans, these findings

do warrant attention.

Summary

In this chapter, we have attempted to describe some aspects of

the typical places in the social structure occupied by college-planning

and dropout-prone high school students. We have found most of the back-

ground variables studied here to be good predictors of educational

plans. But their greatest value may be in what they suggest to be the

more immediate variables involved in the process of determining parti-

cular educational aspirations and plans of youngsters.

We have seen that socioeconomic status is positively related to

the expected level of educational attainment. We have also found high

academic ambitions to he relatively, often associated with urban residence,

intactness Of families, and with being a meMber of a small family (with

few, if any, siblings). These suggest that financial security, large
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shares of individualized attention from both parent, and similarity to

the middle-class model of "proper" life style and values -- all

derivatives of the variables studied in this chapter -- are key

factors most directly contributing to p :ospects for a future that in-

eludes college education. In ensuing chapters, we shall be able to

test whether some of these ideas are valid or not -- particularly,

whether middle-class values and parental interest and support (as well.

as interest and support from others) are conducive to high educational

ambitions.

BefOre closing this chapter, there is one additional topic that

requires attention, since it is of central importance to the overall

purposes of this study. An interesting pattern has begun to appear

with regard to racial differences in educational plans. In the cases

of social class measures and size of family, at least, we have found

racial differences to be minimal among those in the less advantaged

positions on the independent variables (i.e.,, those with large families

or low socioeconomic status). But the expectations of whites tend to

rise much more sharply with changes (for the better) in the independent

variables. Thus, among those in the-highest categories on these variables,

whites tend to be farthest ahead of Negroes in likelihood of having

high educational plans.

What we are observing, then, is that key variables for predicting

educational plans have less effect on the plans of Negroes than on

those of whites. This seems.to contradict at least one set of precon-

ceptious with which the researchers entered this study. That is, we

had expected independent variables to operate similarly for both races,
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with different distributions of the races within these variables

accounting for overall racial differences in educational plans.

Especially interesting is the finding that it is among the most advan-

taged students that the racial gap in ambitions seems to be widest.

We shall coma across the same phenomenon as observed here many

times again as we explore the relationship with educational planning

of various other factors, both separately and in combination, later in

this report. One possible explanation is that a number of "favorable"

conditions pad factors are needed to..produce bigh educational aspirations,

and that such factors are more highly interconnected for white than

for Negro students.
. This would mean that any one of them would produce

higher differences in expectations for whites and that the combination

of a large number of them would leave fewer Negroes in the high

expectance category, with those in this category coming closer to

approximating the expectancies for white students.

Even so, we cannot expect to account completely for racial dif-

ferences in educational plans just on the basis of the variables we

have chosen to study. There are very many relevant causal variables

associated with subcultural differences in aspiration level, types of

goals, life values, background, etc. that we have not been able to tap,

and which, in fact, keep changing rather significantly in response to

the rapid social changes taking place, particularly in the South, in

the past several years. The variables with which we deal to account for

some of the within group and between-group differences may be comparatively

stable and can be considered as the framework within which the more

fluctuating effects take place.
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CHAPTER IV

INTERPERSONAL IN

Having finished our examination of purely sociological back-

ground factors as they relate to educational plans, we have accounted

for quite a bit of the variance in these plans. Such impersonal,

social structural variables as social class place of residence, and

family composition have generally proven to be related to differences

in educational plane.

But we have been able only to speculate on the actual processes

by which plans are developed in the maturing child. To have more

satisfactory information on this, we turn next to a broad range of

"intervening" variables dealing with the influence of other individuals

on the adolescent. While perhaps dependent on the basic background

factors, these indices of interpersonal influence would seem to be

describing more immediate determinants of a child's level of aspiration

and expectation about the future.

To begin with, we might briefly look at whom the respondents

rate as "the most important to you in helping you plan for the future."

The students were given a check -list which included "father," "mother,"

"brothers and sisters," "other relatives," "friends your own age,"

"school teachers," and "other adults not already mentioned." They were

asked to check all who were important influences and to circle the one

who lima most important.

GP
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Table IV-1 shows the distribution of choices of "most important"

by race and sex. It will be noted; that many students -- more fre-

quently the Negroes ignored directions and selected more than one

category as most important. Still, the very clear picture-emerges of

parents being by far the most popular choices. But while about the

same large percentage in all race-sex categories choose parents, Negroes

and girls in general arezuch more likely to name mother, with white

boys naming mother and father equally. Thus, while Negro males are

more often influenced by father than are Negro females, the former

are much less likely to name father than is the case with white males.

Herein lies a striking indication of possible difference in the dynamics

of socialization for Negro boys as compared with white boys.

At least part of the explanation for relatively little reported

influence by Negro fathers is the greater frequency of father absence

in Negro homes (see Table 111-12). And the tendency for sex linkage in

influence patterns is probably attributable to the greater relevance

and credibility to a child of those ideas and expetiences transmitted

from that parent who is of the same sex as the child.

But before we place too much emphasis on these sources of influence

and their race-sex comparisons, we should note that differences in

educational plans are not strongly accounted for by the source of

influence. As Table IV -2 shows, it is true that those who cite father

as most. influential do tend to have higher expectations for each race-

sex grouping, and since Negroes are relatively less often influenced by

father, this may contribute to the racial gap in level of educational

r
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plans. But even looking at just those influenced most by father, we

continue to find that Negroes have a:lower likelihood of going to

college_and a higher likelihood of dropping out than do whites.

Further perusal of Tables 111-1 and IV-2 reveals that teachers,

followed by siblings, rank next to parents (but far behind) in frequency

of being named most influential. At least six percent within each

race-sex category name each of these types of persons. Same-age

friends and "other adults" also are cited this often by whites, but not

by Negroes.'

We have already noted that those influenced most by father are

generr,Ily among the most likely to have high educational plans. The

influence of mother is somewhat less likely to be positive, while those

naming both parents as "most important" tend to be intermediate

(between those naming just father or mother) in their percentage plan-

ning college. The groups are not really distinguishable in the per-

centage classified as potential dropouts.

School teachers are one other type of person who match father in

the degree to which influence on educational planning is favorable. For

those racing teachers, the percentage 'expecting to go to college is

generally just about the same as for those naming father as most in-

fluential. In fact, among white girls, the percentage is eight points

1110. 111011111.111.11111111111.1.00111111111.111

1 It vvuld be wise to recall the large number of unclassified
Negro t..1140011,:Asoties sailit of **at may have chosen these last categories,
but in coaty.tution with, some other response's. Parceling out these
respcmEAutir might tent to bring. the patcentiges- of !Negroes choosing

these less popular categories even closer to the percentages show for
Whites.
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higher for those. choosing. teachers. In addition, the teacher-influenced

have the=.lowest. potential dropout percentage of any group-of respondents

(although the difference from those naming fathersmong white males is

negligible). For some adolescents, teachers obviously play the role

of substitute parent in providing educational goals and aspirations.

04 the other-hand, it will probably be the altsady highly motivated

adolescent Who will name a teacher as most influential.

A final point to. note- from Table IV -2 is the difference found

between those naming siblings and those naming friends as most influ-

ential. At least among Negroes the distinction is quite sharp.

Respondents who are sibling-influenced score as high on percentage with

immediate college plans as thosi citing father or teachers. This group

has a moderate percentage in the potential dropout category. On the

other hand, the Negro students who name friends as most influential

stand out as most likely to be considering dropping out and least likely

to be expecting to go to college. Almost 30 percent of those looking

to siblings for guidance are planning on college and about 19 percent

are thinking of dropping out; this compares with just over 15 percent

of the friends-oriented planning to go to college and about 30 percent

possibly not finishing high school. The effect of having friends as

one's chief influence is also markedly detrimental for white girls,

but not for white boys. At the same time, primacy of sibling influence

tends to have a positive effect on plans for white boys that is similar

to the effect found among Negroes. But this is not true for white girls.

We have presented the above summary of findings from Tables /V-1

and IV-2 not for the purpose of drawing any conclusions at this point
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about the relative importance of various sources and directions of

interpersonal influence on the adolescent. Instead, we have wished

simply to set the stage for the analysis that follows of the relation-

ships between various characteristics of reference -persons (and of in-

terectionidAlt reference perions) and educational planning of respond-

ents. We have seen the primary importance of parents in the students'

own reports. But we have also seen that teachers, siblings, and

friends- tend to have different kinds of influence when they are referred

to. In the next few chapters, we shall explore stew of the factors

that contribute to the influence each of these kinds of persons may --.,;

.
!=t-;

,=i

have on individual respondents. We shall look at parental factors

first, and then, in turn, will examine some of the bases of influence

by teachers, siblings; and friends.



Table IV1

`Nast Important Influence," "by Race ;xsd Sax

ac

133

Imp and Sas
N100 Dh*o- White White

ffigurce of Influence Male Tamale ltete leule
Father 14.22 7.7% 27.4X 12.62

!Other 46.0 58.8 27.2 44.7

Both Pare44- 9.3 7.4 11.2 8.0

Siblings 6.6 6.4 7.8 8.0

Other relatives 4.5 4.4 4.0 3.6

Friends 4.1 3.1 6.0 6.7

Teachers 11.9 9.6 10.0 9.2

Other adults 3.4 2.6 6.4 7.2
(2485) (3333) (2250) (2413)

Total classifiable responses 100.0 100.0 100.0 100.0

Total non-respondents and re-
spondents-Iiith unclassified
combinations of answers 1310 1643 303 291
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CHAPTER V

PARENT AND CHILD

We shall be concerned in this chapter with the effects on educa-

tional plans of parental ambitions for the child and the quality of parent-

child interaction. Since the family is one of the primary agencies for

the socialization of the child with respect to his major values and goals,

we would expect that children whose parents value education most would be

more likely to have high ambitions for continuance of their education.

A number of factors affect the transmission of these values, and particu-

larly their implementation into plans, including social class with its

attendant economic and skill components, ability of the child, access to

sources of information about continuing education, peer and school support

for such values, etc. Assuming, however, that most parents do have high

aspirations for their children, the focus turns to factors that influence

the acceptance of these values by the adolescent, and for this reason we

want to look at a few variables which will be indicative of the quality

of the home environment and of parent-child relationships, in the hope

that this will provide some clues as to why some parents are more success-

ful than others in transmitting their educational values.

Parental Attitudes About Education

Before we inquire into the effects of actual family interaction

patterns, we begin by asking whether the level of educational plans of the

adolescent varies as a function of the emphasis parents place t education.

That is, if-parents behave and value so as to reinforce the efforts
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of the school,. is the child more likely to respond favorably to the

school program -- for example, by wishing to continue in the program?

To test this, we use an index of "Parental Support for Education"

(PSE), based on answers to five questions about (1) what parents consider

to be a satisfactory grade for the respondent, (2) what they do.if the

respondent does not finish his homework, (3 and 4) whether they under-

stand and are interested in what the respondent is doing in school, and

(5) what they would be likely to do if the respondent wanted to quit

school. Scoring on the index ranges from 0 (low PSE) to 6 (high PSE) .

On this index, there turns out to be some tendency for Negroes to view

their parents as more positive about education than do whites. About one-

third of the Negro boys and over two-fifths of the girls have PSE scores

of 5 or 6, as compared with ,gist around one..quarter of the white boys

and girls (Table V-1)*

With remarkable consistency in all categories, the assumption is borne

out that greater parental support for education is associated with higher

levels of attainment expected by the child. There is only.one reversal

from the general pattern of rising percentage of college planners and

falling percentage of potential-dropouts with rising level of PSE. At the

highest PSE score, fewer than ten percent in any race-sex category (only

1.2 percent among white males) are uncertain of completing high school,

whereas at the lowest score, nearly half are uncertain (well over half

1
The items used in this scale are questions 50, 52, 53, 54, and 56

(See Appendix A). The cutting points between differently weighted response
categories were established so as to maximize internal consistency -- the
same procedure used in all of the indexes in this chapter. A detailed
description of the scoring can be obtained fiom the authors.
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in the case of Negro males). In general, we can conclude that the effect

of PSE on the likelihood of finishing high school is very similar for

the two. races.

But the effect on college planning does. show a marked racial differ-

-ence. At the lowest level of PSE, fewer than one in ten in any category

plan college. But when theve is a high PSE score, the proportion who

intend to go to college among whites is roughly twice that found among

Negroes. Without parental interest and support, children do not plan to

go to college regardless of race. But while increasing parental encourage-

ment and support is associated with some increase in college planning for'

Negroes, the majority still do not expect Lo get a college education even

if their parents rate highest on PSE. Among whites, over half of the
*at

girls and nearly three-quarters of the boys with maximum PSE stores are

classified as college-planners. Whereas for whites the proportion planning

college when PSE score is high is considerably greater than the proportion

uncertain of high school graduation. when PSE is low, the reverse is true

among Negroes.

Thus, while strong parental support for education is a little.

more common among Negroes than among whites, it is not nearly so-often

associated with college plans in the former group. Since the PSE items

point mainly to high school performance, perhaps parental encouragement

is perceived as aimed mainly at high school. graduation among Negroes --

already a significant rise in-educational attainment over that of a large

proportion of the parents. Or perhaps parental support for education is

just more likely to be undercut by other features of the Negro community

than it is among whites.

n
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A possible clue does appear from ansuers to the question "What do

your-parents want you to do after you leave high school?" The-toit positive

answer= -to this is, of course, to 'continue my education in a regular colleges.

or-university." 'Unlike the case with high scores on PSE, Negroes are not

overrepresented in-this-response category. A little over 40 percent of. :

the Negtdes, along with a similar petcentage of white girls, answered this

way. But 57.8 pircalt of the white tales report that. their parents want

them to go to college. This certainly suggests that at least some of

the unusually large number of Negro parents rated high on PSE are, as we

speculated earlier, focusing of: high school graduation as the ultimate

goal in education.

At the same time, the hypothesis that positive influences are

more susceptible to undercutting among Negroes is also substantiated by

cross-tabulating respandent's educational plans with parental_desires for

respondent's future education. There is very little racial difference in

plans, especially when sex is controlled for, among those whose parents

do not want them to go on to college. But if parents do desire a college

education for their-child, white youngsters are much more likely than

Negroes to be planning to fulfill their parents' wishes. Table V-2 shows

these results.

In general, a larger proportion of the youth with non-college-

oriented parents may drop out than intend to go to college. The lowest

level of educational plans is found among those whose parents want the

child either to get a job or to go into the armed forces after high school.

In this group, around three out of eight -- the percentage is as high as

41.3 for white boys -- are uncertain about graduating, while no more than

2.1 percent in any race-sex category. say they will go to college. College



!IL

139

ambitions are also relatively rare among those of either race or sex whose

parents "don!:. care much" or want the respondent to get some further non-

college training after high school. The intermediate results of this

category may be due to inclusion of some whose parents have positive educa-

tional values, bdt are permissive: It is.notewOrthy, though, that the

likelihood of dropping out seems appreciably reduced if parents are

directing the child toward some "special training" after high school.

The highest level of plans 'es found for all groups among those with

parents who desire college for their children. A little over 40 percent

of Negro students in this category have plans for attending college right

after high school, add riomewhat over ten percent are actually contemplating

dropping out before high school graduation. This compares with 70.1 percent

of the white boys and 80.1 percent of the white girls who expect to go to

college if their parents want them to, and just 8.0 and 4.2 percent of

these boys and girls, respectively, who are potential dropouts. It is

obvious, then, that the lower level of expectation among Negroes is not

due, in any important degree, to lack of higher ambitions of their parents.

The greater prevalence of negative influences to counteract positive

factors in the Negro student's environment continues to be an obvious

possible explanation that we shall want to explore in later sections where

we look at the combined effects of various factors on educational plans.

Parent-Child Interaction

Having shown that a strong relationship exists for most adolescents

between their own plans and the values and goals of their parents, we now

turn to certain aspects of the parent-child interaction. We see this as

relevant in two important ways. Given a set of ambitious goals and values
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on the part of the parents, their transmission and acceptance by the child

wf_11 be facilitated when the home environment is congenial, when relation-

zhips with parents are clone and characterized by mutual respect, and when

interaction is democratic. The quality of interaction is known from other

studies to affect acceptance of parents as role models and of.parentse

values, and we would expect it to- hold for our problem as well;

In the second place, a congenial home environment provides a setting

in which the child can make maximum use of the kinds of intellectual and

social stimulation which wait, and in which he can develop his own plans

for the future with minimum emotional and mental conflict. It is possible

that high educational expectations and intimacy in the family are both

expressions of an underlying optimism or security or general satisfaction

in life, reflected in ambitions for continued achievement. Although our

data do not enable us to demonstrate the existence of such mechanisms, we

can examine the reittionsbips between plans and several indices of quality

of parent-child relations to see the extent to which they are consistent

lath such theory.

The indexes of Relations with Father and Relations with Mother are

each formed by "combining responses to four questions into nine-paint scales.

The dimensions of intimacy and respect for the parent are both considered

in these indexes, with a score of 0 denoting the extreme of "distant"

relations and 8 denoting very "close" relations,
2

Before looking at the

association between these indexes and-educational plans,.let us make some

brief general. observations about the distribution of index scores in the

2 The index of relations with mother is derived from items B21,
B22, B250,and, B26,0 the questionnaire. Items B27, B20,,B31, and B32 are
used in the index for fathers.

r.



different' race -sex categories: (1) for allgroups, except white males,

there-is-attendenty 1:11port closer relations with mother than with

father; (2) there is some tendency for-sex linkage, with girls more

stronglytied to mothers-and boys relating more closely to fathers; and

-(3) whites and Negroes of a given sexare similarly distributed in their
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relations with father, but Negroes tend- to report closer relations with ,

mother than do whites.-

It is clear from Tables V-3 and V-4 that educational plans are

considerably higher=uhen the relations with either father or mother are

close. Most striking is the fact that this variable is much more closely

associated *11th:dropout tendency that it is with college planning. Whereas

college planning is between approximately a fourth to a half greater in

the close as in the distant relationship groups, about three tines as many

potential dropouts are found'in-the latter group. The effect-of low

educational plain is somezhat greater for Negroes, possibly because the

Negro has fewer sources of support and encouragment, and possibly because

he needs maximuwpushand influence from home in the lack of such strong

achidvement norms as the white student has. On the other hand, the effect

of parent relationships on college plans appears stronger for the white

-.student, again possibly explained in terms of support needed for going-

beyond minimum group norms.

Perhaps surprisingly, sex of-respondent and parent does not seem

to affect the general findings to any appreciable degree; White males tend

more often than females to be college planners at all levels of closeness

to eitherparent. 'And only the slightest trend appears to indicate that

Negro males may benefit more than females, at least in motivation to attend

college, by being close to mother, rather than father.
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Let us now try to identify some of the more specific features of

parent-child relations that may affect educational plans. Is the way

in which decisions are made between parent and child an important factor?

Is the perceived reasonableneas of parents of any significance? What

about the possible 'effects of variations in the degree to which children

can be sure of what their parents expect of them? And, to return for a

moment more specifically to academic matters, are there likely to be

differences in plans for those who differ in the treatment they receive

from parents for substandard grades?

On the question of decision making between child and parent, the

distribution of responses is about the same for.both sexes, but there are

some interesting racial differences. (Tables V-5 and4-6). Negro students

are more apt to view their parents as authoritarian. Almost two-fifths

of the Negroes, but only c.:\e-fifth of the whites report that mother either

just "tells me what to do" or that "she listens to me, but makes the

decision herself." About the same proportion of Negroes answer in the

same way with regard to father, while the white percentage rises somewhat

to around 30 -- still well below the figure for Negroes. On the other hand,

what might be considered a qualified democratic parent -child relationship

("I can often. make my own decisions, but he/she has 'the final word") seems

to be more ccomon among whites.' About 38 percent report this for relations

with mother and about 35 percent report it for father; in both cases,

this is nearly ten points higher than the percentages for Negroes. Whites

are also somewhat more likely than Negroes to choose responses indicating

even greater permissiveness by mothers, though this is not so clearly true

for. fatherse-y--,About 15-percent of the whites, as compared to about 12 per-

cent-of the Negroes, say that-their opinions are "as important as my motheA

vo.
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-in-deciding what I should do." And about A percent of the whites, versus

18 percent of the Negroes, may they are allowed to "make ay own decision,

but_ lio would_likene to coasider her opinion." These last two responses

lamer strata of between 25 and 30 percent of the answers in both racial

groups, when-we turn to the question o ,f4tharr.dbild decisions: To complete

the. platurefof answers to these questions, Wsbould note that very few,

'students report a completely "laissez-faire" relationship between them and

their parents. Not evea two percent in any subgroup checked either "I can

do what I want regardless of what my mother thinks" or "[She] doesn't care

what I doe" The percentage rises to no more than 5.7 for decisions with

father.

There is apparently a wide range of parent -child decision-making

patterns that are about equally conducive to high educational plans among

our respondents (Tables V4-5 and V4). At one time or another, the per-

centage of college planners is highest and the dropout potential is lowest

for those in either "democratic,"
3

"equalitarian"
4
or "perbissive"

5

relationships with their parents.
6

It might be said that decisions must

involve both parties, but with a fair degree of independence allowed the

child in order for optimum educational planning to cccur. What is even

3 "/ can oftenmakesobeint,teeisions, but she/he has the final word."

4
"fly opinions are as important as my mother's /father's. in deciding

what I should do."

5
"I can make my own-decisions, but she/he would like me to consider

her/his opinion."

6
In these response categorises, whites tend to have a sizably

greater like/need of planning for college, but the racial difference in
dropout potential is not so great. This is still another example of
Neve students', educational plans-net rising:as rapidly' as those of whites
under conditions most favorable to a high level of plans.
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moreAtriking however, is the markedly reduced level of, educational. goals

for children experiencing either the extremes of parental autocracy or

parental abdication of authority.. This seems especially to bp.true when

mothers: are involved. Uhen the mother uses either an authoritarian or

a cauplate laissez -faire approach to decisions"concerning what the child.

should 4,.the chances are especially bleak that the child will expect to

go to college and very high proportions especially of the. Negroes, may

even drop out. When ue remember that Negroes are more likely than whites

to report their parents as autocraticIparticularly their mothers), we see

another possible contributor to the overall racial gap observed in educa-

tional plans. Negroes are-again overrepresented in a stivation that (is

associated with low college ambitions regardless of. race.

This might have been, expected because of the already established

negative relationship between social class and authoritarianism and the

positive relationship that ue hive found between social class and level

of-educational plans. But we should not dismiss the possibility that we

are looking here at one of the features or correlates of low social class

that is a direct determinant of lowered ambition. And it happens to be

a phenomenon that occurs more often among Negroes. The need for guidance,

but not a stifling of, independent actiont'by parents is something that

might be worth communicating to those charged with bringing up the next

generation.

Related to the above are the findings that a student is more

likely to have high educationalvals when (a) he sees his parents as

generally reasonable in ;their ideas on .how he should behave (Table V-7)

and (b) he is Telatively sure of shat they expect of him (Table V-8) . In

both the ,association+ appears bilie greatest for white males. One

e- 1111111.111 MI ...111e a. M.
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of these.,optimum conditions is alto found more often among whites than

astintliegroet; -More-of the former' a- parents are reported as being "usually

egoonible:about rules. But there-it no Clear -racial difference in hoc:

wellitespOndentii -knew what theft parents expect of them -- whites more

Aiftiti,sity they "usually know," but Negroes -are more often either less or

lore -sure than,thit -- they answer sore frequently "I have no idea what

they expect;'' "I am sometimes in doubt,' or "I always know."

One suspects that is is not the reasonableness of the rules arse,

nor the certain knowledge of parents' expectations, that bears the critical

relation to educational plans. The essence of these characteristics

may well be in the parental efforts and effectiveness in communication,

as veil. as in the order, security, and certitude in the respondent's life

which they reflect.. If a young person knotis what is expected of him, then

he can make plats for the future in greater comfort and certainty; and if

he regards the rules he lives under as reasonable (or if they are reasonable)

thon he need not commit energy to opposing them, and he can, instead, direct

himself to self-development and self-improvement. Knowing, understanding,

and accepting his world, he makes more certain (and effective) plans for

acting within it. It is quite likely that this is more a middle- and upper-

classphenomenon. Uhat we maybe pinpointing here is one of the features

that. contribute to the higher educational plans of children in these classes.

Table V-9 sheds a little more light on the kind of parental behavior

that may lead to greater educational ambitions in children. Students were

siven, four responses to Choosefrom in answering the question: "What. do

your parents do if you do not get the kind of grades they think you should?"

lnLall race -sex categories, the majority of students checked the response:

They talkivith me about it, Uhite, girls are the most apt to report this
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as the way their parents handle the situation -- 74.4 percent of them

selected this answer, as compared to 65,7 percent of the white boys and

about 63 percent of the Negroes of either sex. The latter three groups,

but especially the Negroes, were more likely to say that their parents

either "bawled [them] out"'or "punished [them] in some way" forunsatis-

factory grades. Only four or five percent of the respondents in any group

reported an "indifferent" response from parents ("they don't do anything").

In relating these parental reaction styles to the educationa plane

of students, we find in Table V-9 that "talk" is somewhat more associated

with high educational goals than is "punishment" among whites, but not

among Negroes. At the same time, a "bawling out". is more associated with

high goals than is "indifference' for Negroes, but not for whites.

Perhaps part of the confusion here is due to differences in meaning

Within the two racial groups. "Talking" about it may indicate for many

in the Negro community a relatively low level of concern about the poor

grades; some form of punishment for these persons may be seen as a more

effective communication of concern -- albeit not all that effective since

over three-quarters of those who are punished do not expect to go to

college. (But it does at least reduce the likelihood that the respondent will

contemplate not finishing high school.) At the same time, perhaps'more of

the non-action by whites -- called "indifference" here -- may, in reality

reflect a relatively healthy utention a/parents to encourage autonomous

action and sell-reliance. If so, the child is not as likely to regard

non-action as meaning "they couldn't care less." On the other hand, Negro

parents who do care may feel more compelled to take some positive correcttm

action; even if it is just to "bawl out" the child, because of a possibly

greater.likelihood that failure to act will be interpreted by the Negro

*,
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child as callous indifference and non-support. Hence, the relatively more

positive-educational goats of Negro students, as compared to whites, who

are "bawled "out," matter than-receiving no reaction, in response to poor

grades.-

1ge-now.turn.to a-final measure of the quality of the family milieu

in-which-the:growing child develops his aspirations and-plans for the

future. If our assumption is correct that a-congenial family atmosphere

and feelings of security contribute to higher educational ambieions in the

child; then we would expect the level of plans to be positively related

to the degree of happiness in his parents' marriage observed by the child.

Using a six4point scale; of- happiness based on the combined scores

from two items,
7
we see in Table V-10 that such a relationship does exist.

Increased marital happiness of parents -appears to affect the college plans

of whites more than Negroes. The percentage with'stran college intentions
44110,t

is over 15 points higher for whites whose parents are rated most happy,

as compared to those rated least happy. The range is only about five per-

centage points for Negroes. But the effect on dropout possibilities is

much greater and seems to be about the same in both races; there is almost

a 15-point reduction in the percentage uncertain of finishing high school

in all. subgroups as we move from those with "least happy" to those with

"most happy" parents. This, incidentally, turns out to be another instance

where whites are more heavily represented at the positive end of the inde-

pendent variable; over onethird of the whites of each sex score their

parents as either 4 or 5 on marital happiness, compared to 26.6 percent

of the males and,just 22.3 percent of the females among Negroes.
.............=mrs~....rmftworgsampromrsars

7 The index of marital happiness is based on items 833 and 834.
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4o4 'GO ue emerge from Our look at parental correlatec of educa-

tional plans'izith information that not only the unbroken home, but also

the home where Parent-child-relations are close and based on mutual

trust is likely to produce a relatively high level of ambition in the

child. goreover,,the kind of family conditions that can provide.a.

basic feeling of security in the child may well contribute to planning

for high educational attainment. And, perhaps most important of all,

strong expression of perantal support for education itself appears a,

M.

most valuable influence in expanding the expectations of the child. It

is significant that these family conditions appear, in several variables,

to affect the minimal level of aspiration completion of high school)

more than college planning, and the tatter is mainly affected for white

students. We can only conclude that there are two types of forces in

operation here. On the one hand, poor family conditions act as a

depressant on ambition in general, through a number of intervening

variables, and make it more unlikely that parental aspiration will be

transmitted. At the same time the adolescent is likely to be pushed

toward association with peers who also have low parent orientation and

who share low values of education. These conditions appear to hold

strongly for both races and both sexes in our sample.

On the other hand, the anchoring, points for aspiration seem to

be different for white and Negro students. For the Negro, high school

graduation represents a modal expectation level and going beyond that

is considered to be, an "extra," not necessary for most, nor really ex-

pected as a measure of self-fulfillment. For the ambitious white student,

however, and particularly those in the middle class, high school graduation
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is only a step in the direction of a college degree. Hence the difference

between white and Negro students in which family conditions affect the

two levels of educational aspiration and planning.

Introduction of "Talent" Controls

In previous chapters, we noted the strong relationships between

educational plans and scholastic ability, academic commitment, and school

grades. These variables are re-introduced at this point first to examine

their relationship with parental support of- education, and then to use

them as controls for the relationship between educational plans and PSE

and certainty about parental expectations, two independent variables which

appear to be representative of those discussed in this chapter.

In Table V-11, the relationship is shown between the two extremes

of the index of parental support of education and scholastic ability

level, academic commitment, and school grades. The relationship with the

educational plans index has been discussed before, and is included here

in summary form for comparison. Parental support is seen as related to

the level of scholastic ability of the student, with more support (or

"push")emen to students at higher ability levels. For the white students

this relationship is"fairly strong males with low parental support,

for example, have only 21 percent in the high ability group compared with

45 percent of those receiving high parental support. White parents,

apparently, support and encourage their children with some view to the

ability level of the student. By comparison, there is relatively little

difference in ability levels of Negro students receiving strong and weak

support from their parents. We would again interpret these results in

terms of differences in modal expectation levels -- Negro parents are

2
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more typically encouraging their children to complete high school and

lower ability levels are sufficient for this objective, while white parents

tend more often to take it for granted that their children will complete

high school and do not encourage,them strongly unless they see a level

of ability that could carry them on into college, a realistic and probably

humane course.

The degree of academic commitment is, in general, more strongly

related to parental support than the other three variables in this table.

Th:: relationship is a little higher for Negroes than for whites, possibly

because there are fewer other sources of influence for commitment for

negvoes, whereas white students are a little less influenced in their

own attitudes by the expectations of parents -- at least on the level

of support consisting of working hard in high school, and, again, they

may be focusing on the longer-range goals with less concern for high

school achievement.

Parental support, as we have measured it, does help produce higher

grades -- the ratio of the percentage of students receiving high vs. low

grades is vastly higher when the parents apply pressure, and this is

particularly true for the white students. This may seem, on the surface,

to be contradictory with the interpretation given for the academic commit-

ment results. However, there IA a high relationship between support and

commitment for white studentsl'even though the relationship is not as

high as for Negroes, and.we would Interpret the present finding as stem-

ming from the production of effort and grades under pressure even if

commitment is not quite as high, whereas Negro students, reacting to

pressure and parental expectations with high commitment, are not able to

produce grades in quite as high a proportion, possibly because of ability
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level differences, or because they are more likely, as we have shown, to

be pushed by parental support with less ability justification. The

differences are not big enough to make a major case out of such inter-

pretation, but the reasoning we have given may apply to enough children

to explain these results.

Tables V-12, 13, and 14 show that PSE continues to be related to

edUcational plans, even with controls of scholastic ability, commitment,

and performance introduced. In all of the race-sex subgroups, the level

of educational plans (using either the dropout or college-planning criter-

ion) consistently rises with rising PSE scores, regardless of the "talent-

level of the student.

.when the effects of both PSE and the "talent" variables are in the

same direction, educational plans tend to be polarised -- that is, most

likely to be high when both PSE and "talent" are high, and most likely

to be low when both of these variables are low. And when either one

is high and the other is low, there is an intermediate likelihood of

having high educational ambitions. Thus, it would seem that plans may

be affected independently by each of these apparently antecedent variables,

but the combined effects of both working positively is associated with the

greatest likelihood of college-going intentions and with the least

likelihood that dropping out will be contemplated.

We must point out,.however, that the effects of positive influences

crntinue to be greatest for whites. Over three-quarters of the white

males expect to go to college if they have strong parental support for

education and either high scholastic ability, high academic commitment,

or high grades in school, The corresponding proportion of Negro males is

only about one-third or a little higher. Similarly, 75.8 percent of
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white girls with high PSE and high SAL are planning to go to college

right after high school, as compared to, just 42.2 percent of the Negro

girls in.the same category. The percentages drop a bit when AC or grades

is substituted for SAL, but the same large racial difference persists.

Thus, all groups are more likely to be thinking seriously about college

if they have both parental support and apparent "talent," but this.is

certainly more strikingly true for whites than for Negroes.

One other thing to note is that PSE does seem to have greater in-

fluence than scholastic ability on the likelihood of droggigajal, In

general, a student does not entertain thou :hts of early school leaving

even if he has relatively low ability, just so long as he receives

encouragement about school from his parents. Even among Negro males,

where 21.9 percent of these high-PSE-low-SAL respondents are in the

potential dropout category, this percentage is still appreciably lower

than what is found among those with high SAL and low PSE. Without

parental support, even the brighter students are relatively more often

uncertain about finishing high school. We do not find the same pattern

consistently when academic commitment or grades is used instead of SAL as

our measure of "talent." This is probably because AC and grades can be

thought of as subsequent in time to PSE -- not the case with SAL. If high

parental support is rejected -- as indicated with low AC or grades, but

not with low SAL -- the result is no more likely to be elevated educational

plans than if PSE had been low and AC or grades had .been high. In the

latter case, students might Want,to attain 'a higher level of education,

but adjust their expectations becaust of parental discouragement; in

the former case, parental encouragement has already been dismissed and

is relatively unlikely to induce a high level of educational planning.

_ .
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But Where ability, rather than commitment or performance, is lacking,

the child will usually plan to finish high school at least, as long as

his parents give him the necessary encouragement.

Now, turning to Tables V-15, 16, and 17, we look at how "talent"

combines with a measure of parent-child interaction in relationship to

educational planning. tie have grouped responses to the question on

certainty of parental expectations into just two categories for summary

purposes. These two categories are (1) relatively uncertain -- "I have

no idea what they expect," "I am sometimes in doubt," and "I know fairly

well," and (2) relatively certain-- "I usually know" and "I always know."

ThLs dichotomy corresponds to the division noted in Table V-8 between

those categories with generally high educational ambitions and those

with lover ambitions.

Here; again, we find that educational expectations tend to be high-

est when both types of independent variables are making a positive con-

tribution. Conversely; when respondents are uncertain of their parents'

expectations and are low in either scholastic ability, commitment, or

performance,. then they are least likely to be planning for college and

most likely to be anticipating dropping out.

But here the two types of variables do not seem to have the

approximately equal effect on educational plans that was found in the

combinations of commitment and grades with PSE. The "talent" measures

seem consistently more important. Highly "talented" students have

relatively high ambitions, even if they are at least sometimes uncertain

of their parents' expectations. This is in comparison with those who

are relatively certain of their parents but who are low on "talent."

Thus, a good parent-child relationship apparently cannot compensate for



"taiene" -deficiencies as well its goods "talent" can -make:up for

inadequancies, in-parental guidance '-.; at least- in the Production of

high-educational ambitions. .
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Summary

From the findings of Tables V15, 16, and 17, as well as from

this entire chapter, we may conclude that the actual content of parental

communication about academic subjects (as indexed by PSE).is, perhaps,

the most important influence that parents can have on students' educational_

plans for the future. A strong parental endorsement of education can be

an effective complement of a student's own academic "talent" (which may,

of course, be strengthened in some ways by such endorsement) in contrib-

uting to a high educational attainment goal. In fact, perceived parental

support for education seems often to be enough to induce at least the

firm intention to finish high School even among those with the poorest

academic ability.

Other features of parent-child relationships have aloe been found

to be associated with variations in the educational plans of respondents.

When parents develop feelings of security and mutual trust in their

dealings with their children, the latter'are more likely-to have high

educational expectations. However, the association with school-plans is

generally not as strong as that between plans and parental support for

education. Nor do these other factors appear as important as "talent"

in affecting plans.

In general, though, we have found much support in this chapter

for the common contention that parents have a great influence on the
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CHAPTER VI

THE INFLUENCE OF TEACHERS

It will be recalled :7rom Chapter IV that teachers rank second

only to parents in the frecuency of being named as the most important

influence on respondents' educational plans. In this chapter we tAll

examine some other data about how relations between the adolescent and

his teacher, including the communication that flows from teacher to

student, operate to affect the educational plans of young persons.

The rationale for expecting teachers to be influential is very

straight-forward. The institutionalized focus of the educational process

in American society is, of course, the school; and, equally apparent, the

teacher is the most visible and omnipresent representative.of this educa-

4-;
tional establishment. Perhaps decisions taken by government, community,

or school administrators have a more basic influence on goals and function-

ing of the educational system than do teachers; but these elements in the

system are invisible and unknown to the student, whereas teachers are the

daily embodiment of it. The child's affect, negative or positive, toward

the educational process focuses on teachers as its representatives. If

he does not like his teachers, he will be less likely to enjoy his school

-- to do well in it, to lash to continue in it. But if he experiences

positive affective links between himself and his teachers -- or, more

generally, if he perceives that teachers are "linked in" to other elements

in his total set of significant others, such that parents like teachers

and teachers like parents, friends like teachers and teachers like friends,

Mirtrorrif0.01MTIMMgramaiR4V00,
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etc, -- then we should expect a spin-off or spill-over effect that infuses

the total educational system with "virtue" and leads the adolescent to

wish to continue in it. Pleasant and motivation-producing relations with

the teacher should be particularly crucial for the child who lacks other

sources of guidance and motivation. Azd for any student, poor teachers

can reduce interest in education and motivation for continuance, in the

absence of strong influences outside the school from parents, peers, and

community.

Ile have not measured all aspects of this "place of the teacher in

the high school student's world," but we do have information on three

matters that are worth exploring. These are (1) the extent that respondents

like their teachers, (2) the perceived attitudes of teachers towards

respondents' friends, and (3) the degree to which respondents have re-

ceived encouragement from teachers with regard to planning for colLege.

'Influence of teacher" has a number of dimensions, but one prerequisite for

most effective influence should be a relationship in which the adolescent

can say that he likes the teacher. He may, of course, like a teacher who_

gives him little of educational value or dislike one from whom he learns

much. But, in general, we expect that this single item concerning liking

of teachers will index the degree of influence teachers are likely to

exert on the respondent. The liking or not liking of a teacher is, of

course, affected by more than the single relationship with the teacher --

it reflects, in some way, the entire reaction of the student to the school

and the educational process, and is consequently not independent of the

variables we are trying to explain.

The last variable, degree of encouragement, is measured only for

those alto expressed some possibility that they might go to college, but

a
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with all three we should be able to determine bow. much, if at all, one's

educational plans for the future are associated with features of the

relationship between a student and his teachers.

Our first concern is with the effects of the student's attitude

towards his teachers, and his relations with them, on his educational

plans. Do those who like their teachers, and get along with them -- a

single question was phrased in these terms: "In general do you like your

teachers and get along With them?" -- formulate a high level of educational

expectations more frequently than those who express some limitations along

these lines? The simple answer: indeed they do; without exception across

all race-sex groups, dropout tendency increases and college-planning

tendency decreases with impairment of the student's relationship with his

.teachers (Table VI -l). Ue note that most students report cordial relations

with their teachers; two-thirds of the white females and of the Negroes

in either sex state that they get along "very well," while among sfinit,

males, almost 50 percent give this answer and another 39.3 percent say

that they get along "fairly well" with teachers. Ile also note, as many

times before, that the independent variable -- in this case, "relations

with teachers" -- seems to have a stronger effect on educational plans

among whites than among Negroes.

In general, for.all groups the greatest differences occur between

those who answer "Not well at all" compared to others. Although this

category is very small numerically (being less than two percent of all

respondents) it is, very significant in terms of the extremes of school

planning. A two-way causal relationship leads to the conclusion that

students who reject the system and plan to drop out do not get along with
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teachers; but also, if the teachers can maintain effective relationships

with even the less- motivated youngsters, chances of their completion of.high

schoo4at least, are vastly improved. Educational theory contains elaborate

explanations of such processes, and it is hoped that this finding will be a

useful corroboration.

Even ignoring this extreme category, though, we note, illustratively,

that whereas 30 percent of the white females uho do not get along well

with teachers contemplate dropping out, only ten percent seriously entertain

such thoughts among those whose relations with teachers are good; and the

corresponding percentages for college planning are 18 and 41. Similar

contrasts can be noted for the other race-sex groups, as uell. The approx-

imately ten percent of respondents who report relatively poor relations

with teachers ("not well at all" or "not as well as I might") consistently

have the lowest of educational expectati,ns, and these expectations are

consistently at their highest level among those who get along "very well°

with their teachers.

From the marginal frequencies of Tables VI-2, 3, and 4, we can see

the relationship between "getting along with teacher" and ability, commit-

ment, and grades. Consistent with our previous comments, this relationship

is strongest for academic commitment. The association between teacher-

liking and school grades is somewhat less, but still strong, while scholas-

tic ability shows only slight differences, in general, by level of liking

the teacher. These results can be interpreted so as to give a hearty

commendation to the efforts of teachers in one respect. The less able

students do tend to like the teachers a little less, but these are also

the students receiving lover grades and having laver commitment to school;
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taking this into account, it appears as though teachers are able to act

toward students at all ability levels in such a way as to produce very

similar reactions. If they strongly favored the more able students, our

results would certainly have been different.

Uhen we introduce these "talent" controls (scholastic ability,

academic commitment, and school grades), there is often a reduction in the

effects of relations with tertzhers on educational planning (Tables VI-2,

3, and 4) but in general, we still find teachers making some contribution

to the level of plans, even when the controls are applied. It is difficult

to find a pattern in the exceptions, but we shall point out the most

noteworthy of them:

(7) Negro males with medium and high SAL are least likely to have

college plans if they answered "fairly well" in describing

their relations with teachers. In fact, in the medium SAL

category, the college planning rate of those with poor teacher

relations slightly exceeds that of respondents having the best

reported relations with teachers. Thus, among Negro males, it

seems that teachers tend to add little, if anything, to the

development of college plans for those with relatively good

ability. This does not appear for the other race-sex groups.

(2) Also among Negro males, those with low academic commitment

tend to be least likely to have college goals if they get

along "very well" with their teachers. If their commitment

to school is low at present, good relations with teachers

may be no incentive at all for many students; instead, it may

NNONNIKONERVOMWOMMF, samgom.ormommirgommigimmimmago
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be considered a reward for low commitment.
1

While this
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appears strongest for Negro males, in all groups, when

commitment is low, the effect of relations with teachers

on college plans (but not on dropout inclinations) is subs

stantially reduced from that found in Table VI-1.

(3) Among white males, those wl.th medium and high commitment

or high guides show even further reduction from the overall

association between educational plans and relations with

teachers. In these cases, both dropout potential and college

planning seem virtually independent of the quality of relations

with teachers. If a white boy is doing relatively well in

school, or wants to do well, it doesn't seem to matter

whether he feels close to his teachers or not, even though

it is true for white males, as for the other groups, that

close relations with teachers tend to accompany high student

interest and performance. The white male is simply more

likely than those in the other subgroups to be uninfluenced

in his plans by the affect he feels for his teachers; other

motivations seem more important.

Despite these exceptions, the general finding is still that

relations with teachers displays some association with students' future

school plans, regardless of the student's "talent" level. In addition,

aNNIIIII110

1 Of course, since we are relying on the student's report here,
we should not ignore the possibility that an answer of "good relations

with teachers" for these with low academic commitment may often be a
defensive one, designed to absolve the student from blame for his low
commitment.
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the patterns of association are usually fairly similar to those occur-

ring when no controls are used (Table VI-1). This means that racial

differences in the level of plans persist to be the same degree

as they did in the original table, although there does appear to be

somewhat greater convergence of the races in the likelihood of dropout

plans for those with relatively poor "talent."

We now turn more briefly to the other two questions with which

we hope to shed some light on the importance of teachers in the develop-

ment of educational plans. We shall not use the "talent" controls in

discussing these measures, since they promise to add little to what we

have: already observed.

We look next at whether the respondent's perception of his friendd

standing with teachers bears a relation to his own educational plans.

There are at least two reasons to expect that responses to the question,

"How much do you think most teachers like the group of friends you go

with?" should help predict the respondent's plans for his education.

The first is that, since teachers are probably more disposed to give

approval to those students whose response to the school system is positive,

answers to this question are expacted to tell us something about the

respondent's friends; that is, friends who are liked by teachers are

probably the kind of students who would encourage the student to continue

his studies. More importantly, and our second reason, persons who per-

ceive that teachers approve and accept their friends are more likely to

have a positive set toward the educational process; if one's friends

are thought to be rejected or disapproved by teachers, then one's own

attitudes towards teachers and school are more likely to be negative.

p r1.0 0100#107 ,1111,,,Felare0441T4=M04!141,
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Table VI-5 gives the basic relationship we find between educational

plans and teachers' evaluation of the respondent's friends. It is apparent

from inspection of this table that those who perceive that teachers like

their friends "very much" are less likely to think about dropping out

and more likely to plan college than are those who feel that teachers

respond only "fairly well" to their friends. These, in turn, have higher

educational plans than those award whose friends teachers are seen as

having either neutral or negative evaluations. As in so many prior in-

stances, we note a stronger effect among whites than among Negroes, but

the relation is distinct in all race-sex groups; and for both the college-

bound and the dropout-prone, there is no reversal. The data reflect very

clearly the existence of academic "in" and "out" groups, with the former

characterized by strong desire to finish high school and (especially for

white students) to go on to college, approval by teachers, and association

with friends who are similar in orientation. The reverse is true for the

"out" group syndrome.

There is a noteworthy sex difference,' but only a small race

difference, in the distribution of respondents on this measure of com-

patibility between teachers and friends. Nearly half of the girls, but

only 36.2 percent of the Negro boys and 28.3 percent of the white boys

say their teachers like their friends "very much." On the other hand,

around ten percent of the girls, but between 15 and 20 percent of the

boys, report their teachers are either neutral or opposed to their

friends. Thus, the association between good teacher-friends relations

and high educational plans tends to benefit the girl's somewhat more than

the boys, since the former are somewhat more likely to have teachers'

approval for their friends. This may simply reflect a cultural norm

wtillifsiVRIAONARIORWR
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which says that the social life of girls is to be more oriented around the

school or it may reflect the greater discipline problems female teachers

have with boys. But it may still be worth considering whether such a

norm way thereby leave some boys alienated from the entire educational

process..

The last fact that we ascertained about teachers concerned the

extent to which they had given encouragement to the college aspirations

of our respondents. "Have any of your teachers ever told you personally

that you ought to go to college if you possibly can?" was asked only of

those who said there was some chance that they would go to college. But

we can still look at this portion of our sample to see whether teacher

encouragement for college is related to the degree of certainty that

respondents have about both high school graduation and collegegoing.

Table VI6 shows that while the students who answered the question

definitely have higher expectations than those who did not, these expectaso

tions tend also to rise with increases in the number of teachers who have

given encouragement about college. However, having just one teacher give such

encouragement does not seem to be enough. In general, the level of plans

of those with one teacher's support are no higher, on the average, than

for those who have heard no encouragement from their teachers. Only

when "several" -- or, even better, "many" -- teachers are viewed as

recognizing a student's college potentialsdoes this potential tend to

get translated more frequently into a determination on the part of the

student to finish high school and to go on to college. Apparently a

single teacher's support may only sharpen the feeling of many students

that most teachers do not feel this way. The result for some: even a

diminution of the intention to attain high levels of education.

riM111114M4141/1,41MMIlkRMANIROPPOOMMOINg
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Summary

Our data reveal a marked degree of association between the educa-

tional plans of students and the nature of their relationship with teachers.

Plans tend to be toward higher goals when students feel closer to their

teachers, have received encouragement about college from several of them,

and perceive that their friends are approved of by them. Undoubtedly

many teachers tend to favor those students who do well in school and who

have expressed plans for continuing their education past high school.

Stili, Tables VI-2, 3, and 4 indicate that a positive relationship with

teachers can make a difference in plans, even when scholastic ability,

interest, and performance are accounted for. We should also be reminded

that Chapter IV revealed that those who consider teachers as the "most

important influence" on their plans for the future tend to have relatively

high educational goals. Thus, we conclude that while many students develop

their plans mainly from other influences, teachers may well be crucial

reinforcers of the plans of a significant number of youngsters, and

possibly depressants of plans for others.

We shall next try to contrast the extent of this teacher influence,

as measured in this chapter, with the influence of other youth on our

respondents. In the following two chapters, we shall explore the extent

to which siblings and friends have anything to do with the kinds of

educational plans our respondents develop.
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CHAPTER VII .

ItE.INFLUEL4CE OF SIBLINGS

'

In'this-chapter, Am focus on a sinZie piece of infoimation abo0t

respondents' siblings. Uhile not mentioned- nearly so often as parents as

the most important source of influence on future planning (see Table IV-1),

Siblings are just behind teachers as the type of person Mentioned-third
.

most frequently as.influential. It has also been noted that where siblings

are seen as the most'important influence, respondents tend to have rela-

tively high expectations about the level. Of education they will attain.

On these grounds alone, it would seem-that-the educational ex-

perience of brothers and sisters ought-to be looked at for their rela-

tionship with the plans of cur respondents.' Not only may these exper-
t

iences be the chief inflhence on respondents' planning, but even where

parents are cited as most important, older siblings. may act to reinforce

or to moderate the effects of parents. If brothers and-sisters have

already done as patental factors would normally. lead the respondent to

do, he would seem most likely to do the same. On the other hand, if

siblings have broken out of the usual pattern associated with children

hiving their particular kind of parents, then the student in our satir

would tend to be less influenced by parental factors. In any case, we

would predict that those students whose brothers and/or sisters have gone.

the farthest in school would be most likely to expect to go to college;

those with siblings who are dropouts. would have the highest probability

of being classified as potential dropouts themselves; and those whose

siblings are either all younger or are still in high school would be

lik ge.....sommoosommu2+,---
'1111111111111111111111
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intermediate on :educational expectations. These- are- the predictions

that vet shall be.testing.

-.Before going ;On' to:4 Preientation. of finding; however, there'.

is. a--distinction that we s-hould _nice io point out between -the. parental

: -inflUence factors that-we discussed in Chapter V and the variable we

are dealingwithherconcerning siblings. Essentially, we:have had

to rely on fairly subjective kinds of reports by-revondents about their

parents. Such' indices of the quality of family life as degree of parental

happiness, parent-child interaction characteristics, and parental en-

couragement about, school are all obtained via the perceptions of the

respondent; in most cases, there are no absolute standard's by which the

student Can base his answers. We have had to assume that the terms

(e.g., "happy" vs. "unhappy;" "bawl me out" vs.-"talk to me;" "reaionable"

vs. "unreasonable;" etc.) mean approximately the same thing to all re-

spondents. From that standpoint, we have been able to draw certain con-

clusions about the quality of family fife most amducive to varying

levels of educational plans. But we cannot deny that there is-room for

honest differences in interpretation in many of the questions about

parents. 'We are left with some-sispicion that at least part of those

relationships we have found between parent variables and respondent's

plans is due to a general euphoric or optimistic outlook or lack of it

in the respondent, rather than to anything about the parents directly.

Not so with our main measure of sibling influence. This is a

concrete question, one that,is not susceptible to a variety of inter-

pretations. We ask how many brothers and sisters, if any, have dropped

out of school, are still in high school, have graduated from high school,
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1
Azglhave gone. t0 :college. The- answers are .straightforward and. factual.

We can have a high degree of confidence that we- are measuring what we
....--

:.......41.

. , . ..._ ,
--1r- .v

---. tl4nk We ari-.6e-Istir1r.g. This certainly adds :' to the confidence We can, :.w.
,---.

-,,_
-s-:

--
in turn, have 16 thi.canclusions we present from our data. -,,-,:--

.:-., .:,

The first thing to note are some important though modest racial_
-..1-,)--

-- . differences in the exposure that our respondents have had_to_siblings ....,
.....

with college or dropout experience: About 30 percent of all the Negro- ...-.

,

students who can be classified report at least one of their siblings
*1-54PliFi

had dropped out, before high school graduation. Only 21.8 percent of the
--Tie

whiteslisIe-dropout siblings (Table 1/11.-1). Overall, there is about the
. ,..,.,.

_.-. .-

same percentage in each race with siblings who have gone to college

',-P,'

23.8 percent for Negroes and 22..0 percent for uhites.2 (Whites have a
..2,,-.-..

slight advantage in the percentage who have badcollege-going siblings

and none who have dropped out -- 17.8-to 14.6 percent.)
24

We can take a slightly different approach to display the racial

difference in sibling education more sharply, if we focus just on those

who have siblings who have served as significant referents in education.

1 For the-sake of simplification of questions, sex of siblings was
not distinguished. We do not wish to contend, however, that this is
irrelevant to our study. It is just that-we felt that this is a variable
that will not radically alter the overall effect of siblings (regardless
of dex) on respondent's educational plans.

2 Actually, it is quite possible that a larger proportion of Negroes

than whites may have interpreted the question about college attendance of
siblings so broadly as to consider beauty colleges, secretarial schools,
and other non-academic pciSt-high-School training as "college." If so,

the lack of racial difference here might be spurious. In later questions
about the respondents' okra intentions, the meaning of the term "college"
was made more explicit. But impressions from the Pretest-questionnaire-
editing period do indicate some greater tendency for Negroes to be freer
in their use of the term when there are no guiding instructions.

gal

,
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matters. this inaudes--those who have had siblings either drop out or

graduate- from-high school -and excludes all only children and respondents

whose brothers and sisters are all 'still in primary or secondary school.

-.(Suck omits-ion...Curt deep r into -the vkilite -sample than -info- the -Negro

. ,

sample, since a larger kopoktion of the former are ither oldest or

A

Only children.) .-

'Of the group that we are now looking .at, Negroes show a higher.
e.4.=.

percentagewith siblings who have dropped out, while whites have a higher

percentage with college -going siblings. Falling into the category with

sibling dropouts are 58.3 percent of the Negroes with significant refer-

eat*. among siblings; 43.0 percent. of the whites are similarly situated;

On the other hand, about the same percentage of whites (43:4) have had
.

siblings go to college, while just 36.6 percent of the Negroes have been

-exposed to such sibling experience. Since a larger proportion of Negroes

have had both siblings who have dropped out and have gone to college,

the racial difference- in exposure to what Might be considered a "pure"'

college pattern among-siblings is even more striking -- 35.1 percent of

the whites and 22.4 percent of the Negioes.

To the degree that the example of brothers and sisters would serve

'as-an influence to teen-ageri, it would seem, then, that Negro children

are at somewhat of a disadvantage to start with. A larger proportiOn

of them are learning from their siblings attitudes conducive to dropping

out of school, and, if anything, fewer are being shown firsthand the

process of entering and attending college. Aside from this direct kind

of influence, siblings come from similar backgrounds, which prediSpose

our subjects in a similar manner, providing a dual and condition-per-

petuating type of influence.
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We shall now proceed to examine just how important this sibling

edUcational experience is in predicting the plans cf our respondents.

For the following analysis, we shall classify sibling's education as

haying_negatifte reference_valup if he droppe4-...out of. school, .or positive_

reference value if he graduated from high school.. Positive referents

will-be subdivided into two groups.-- tho'Se who went to college and thoie

who did not. This allous us to group respondents into six mutually

exclu sive categories: Type One -- no sibling referents (includes only

children and those whose siblings have neithei-drapped out nor finished

high sdhool); Type Two -- only negative referents (at least one has

dropped out and none has graduated from hign school); Type Three --

mixed referents,-but no college "(at least one has dropped out and

at least one has graduated; but none went to college); Type Four, -- mixed

referents, some college (at least one dropped out and one went to college);

Type Five -- only positive referents, but no college (none dropped out

and at least one graduated, but none went to college); and Type Six --

only positive referents, some college (none dropped out and at least one

sibling went to college.)

When we relate siblings' education to respondent's own educational

plans, some very interesting patterns emerge-(Table VII-2). First, the-

amount of variation in respondents' dropout potential associated with

differences in sibling education type is quite a bit smaller than the

variation in college planning. Respondents with extreme types of sibling

educational experience are much more different in their likelihood of

college attendance than in their likelihood of dropping out of high school.

For example, a comparison of the range of percentages found within

each race-uex category in Table VII-2 reveals just a 15.9 point spread
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in.the "pcitential dropout" .column for Negro males-, as opposed to a range

of 27.3 points -IL the percentage of college planners. For Negro females,
.

the liercentage-point ranges are 17.8 and 29.9, respectively. For vhites

the rangeS are generally higher, brit, a*n, they are greatest when we

are dealing with the percentage having definite college plans. Among

white males; the differences between extreme sibling education types are.

25.4 percentage points in dropout likelihood anc1.5404 points in percentage

with'Oollege plansi among White females, the corresponding percentage-

point spreads are 24.0 and 49.8.

Because of the apparently greater effect of siblings' education

on-college plans as opposed to its.effect on dropout. potential M» we

shall in the-following analysis locus more attention on the differences-

in intentions to go to college as they are related to differences in the

educational experience of siblings.

Respondents in only two of the six sibling education types display

very striking racial differences in their level of educational plans.

In the other four types, the overall racial contrast. found in the sample

is either sharply reduced or completely wiped out. Whites and Negroes

tend to be appreciably different in their planning only if they fall

into Types.One or Six on siblings' education, These are the respondents

Who have either no sibling referents or who have only positive referents,-

with some having gone to college.

Type Six respondents (positive, some college) are most likely

in both races to have high educational plans. But the likelihood is much

greater among whites. Almost 40 percent of the Negroes but around 60

perCent of the whites (65.9, percent of the males and 58.7 percent of the

e-!--
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females) have strong college intentions. The percentage in this group

who are classed as potential dropouts is 17.0 for Negro boys, 9.2 for

Negro girls, 9.5 for white boys, and 6.5 for white girls. In all four

cases, these are the lowest percentages among the various sibling edu-

cation types.. Thus, we find that the example of siblings who have gone

to college, untarnished by any exposure to dropout siblings, is most

conducive to high educational goals or expectations. But the positive

effect on a student's plans is greater for whites than for Negroes.

We also find whites at an advantage in level of educational

plans, when we turn to those in Type One -- with no sibling referents.

Having neither dropouts nor high school graduates among siblings is

associated with college planning about twice as often for white re-

spondents as for Negroes. The difference is 49.8 to 24.4 percent among

males and 42.9 to 23.6 percent among females. While the potential drop-

out percentage does not vary sharply between the races, the overall

picture-here does indicate that whites are a lot better off than Negroes

when they do not have any brothers or sisters setting educational

examples for them. This would apparently corroborate the earlier find-

ing that being an oldest or only child (conditions heavily represented

in the group of Type One respondents) is much more advantageous for

white children than for Negro children, at least insofar as its possible

influence on educational planning. We shall explore later whether this

is due to racial differences in the family situation of only and oldest

children -- perhaps family intactness (both parents present or not) is

the explanatory variable here.

All other sibling education types have much lower percentages

of 'white students planning college than the two types (Six and One) that

,
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we have discussed so far. Lb:mover, there is little to distinguish the

races in the level og respondentbs plans found within each sibling edu-

cation type. As has been noted several tines before, the conditions

related to low levels of educational planning seem to affect the two

races similarly, whereas those factors that tend to elevate students'

plans have a differential effect, substantially more positive for whites

than for Negroes.

Except among white males, the highest percentage planning

college found in the remaining sibling education types is in Type Four --

the group with both college-going and dropout siblings. In all race-sex

categories, just about oue-quarter of these respondents are intent on

going to college. This constitutes about a 20 point drop from the

percentage of college planners found among whites with no sibling

referents. But it is just about the same percentage as appeared for

Negroes in Type One. lioreover, the percentage of college planners in

Type Four is less than half of what it is in Type Sim (only positive

referents, some college) for whites -- a drop of 38 points for males

and 33 points for females. In comparison, Negroes in Type Four have

about two-thirds as great a likelihood as those in Type Six of having

college intentions. One way of interpreting this result is to say that

Type Four Negroes -- those with both dropout and college-going siblings

-- are relatively better off than others of their race, as compared to

Type Four whites. Having dropout siblings to counteract the example of

college-going siblings seems to have more of a depressant effect on

college plans of whites than of'Negroes. Perhaps this is because the

,situation is more unusual and possibly more traumatic for whites. But,

Ji
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of course, we should keep in mind that the absolute effect is the same

for both races in terms of the percentage of Type Four respondents who

plan to go to college.

There is also not much difference between the races in the

percentage of Type Four respondents classified as potential dropouts,

although, as is generally the case, the percentage is lower for girls

than for boys. Just over 20 percent of the males in this group are not

certain about finishing high school. Among girls, 15.8 percent of the

Negroes and just 9.6 percent of the whites are listed as possible drop-

outs. For the girls 'much, more than for the boys, the tendency is to

expect to follow the collegiate example when respondents are confronted

with both college and dropout sibling examples.

An interesting comparison can be made between Type Four and

Type Five respondents. The former have had sibling examples palling

them toward both extremes on the continuum of4Wcational achievement --

collep and dropping out. The experience of Type Five students is in

:laxly ways just the opposite. They have had no negative examples with

regard to dropping out. All of their referent siblings have finished

high school. But they have also had no positive examples with regard

to college attendance. None of the siblings who have graduated from

high school has gone to college. We might expect this to lead to

greater incidence of medium educational expectations among Type Five

respondents -- a smaller proportion in both the college planning and

potential dropout categories.

But such is not generally the case. It is true that the per-

ctntage planning to go to college is markedly less for Negroes in Type
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Five than it is for those in Type Four. The drop is from 24.1 to 14.2

percent for males and from 26.5 to 13.3 percent for females. But the

percentage who are possible dropouts is remarkably the same for the

two sibling education types "About 21 percent for males and 15 percent

for females. And among whites, Type Five boys are slightly higher than

those of Type Four in percentage with college %lens (28.5 to 27.4), and

the Type Five girls are more likely to be classed as possible dropouts

than -their Type Four counterparts (15,5 to 9.6 percent) .3

We should note thatmakType Five, there is virtually no

racial difference in the percentage of potential dropouts -- around 20

percent of the males and 15 percent of the females. But there is some

racial difference in college planning, especially males. Strong college

intentions are found in 28.5 percent cf the Type Five white males. This

is about double the percentage for Negro males. At the same time, 18.0

percent of the white girls -and 13.3 percent of the htgro girls in Type

Five have fairly definite college plans.

Looking at Type Five respondents another way, we find that

while the percentage differences are not especially large, more whites

are planning college than are thinking seriously about dropping out, with

the reverse being true for Negroes. But the overall conclusion must be

that this group of students, all of whose referent siblings are high

3 Apparently, having college-going siblings to balance off
the effect of dropout siblings results in about the same likelihood of
being a potential dropout as does having all referent siblings graduate
from high school but not go to college. In fact, among white girls, the
former situation (Type Four) seems an even better guarantee than the
latter (Type Five) against the possibility of dropping. The percentage
difference is not great, but only white girls seem particularly disuaded
from contemplating dropping out when they have seen both droviut and -

college -going examples among their siblings.

Pe
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school graduates and no more, stands intermediate (along with Type Four

respondents) in both their dropout and college-planning likelihoods.

The only noteworthy qtialification to this statement could be to point

out that the Negro college-planning rate seems someuhat.more depressed

than that of white students in Type Five -- the former group is a bit

closer to the minim= percentage found in college intentions among the

six siblings education types. Evidently, lack of exposure to referent

siblings who can provide a college example has a uore deterrant effect

on the college planning of Negroes than of whites. There seem to be

more chances for whites to have other positive experiences that can

compensate for poor sibling influence.

Having generally the lowest level of educational expectations

among our respondents are those in Types. Two and Three. These are the

students who have had some siblings drop out and have either-had none

graduate from high school (Type Two) or some graduate but none go to

college (Type Three). Since neither type has had any exposure to college-

going siblings, we might expe;..c. them to be similar.in their percentage

with strong college intentions. But we might also expect Type Two stu-

dents to have the higher rate of potential dropouts, since they have

not had their exposure to dropouts balanced by experience with high

school graduates among their brothers and sisters.

Actually, there is little to choose betwen the two types in

either their likelihood of not finishing high school or their likelihood

of expecting to go to college. Except for white males, there is less

than a one point difference in any race-sex group between the two types

in percentage'who are planning college. About nine percent of the white

r-
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females in these two groups expect to go to college; closersto ten

percent of the Negro females have strong college plans; and-about 11 -

percent of the Negro males are. similarly classified. White males show

a slight divergence between the sibling education types -- 18.9 percent

in Type Two have fairly definite college plans, as opposed to just 11.5

percent of those in Type Three. If anything, the expectation would have

been in the opposite direction, with Type Three respondents (having

some compensation for dropout examples among their siblings) being more

likely to be planning to go to college. Certainly, though, the size of

the difference is small enough that we can reasonably attribute it to

sampling variation. But we can conclude, in general, that having -

some siblings drop out and none go to college is a particularly detri-

mental condition with regard to a student's own plans for college. The

percentage of college planners found in Types Two and Three is markedly

less than that found in any other sibling education type (with the

exception that Type Five Negroes are., not very much higher in their

percentage with plans to go to college).

At the same time, the likelihood of beingAL potential dropout

is highest in the two sibling education types under discussion --Two

and Three. Between 25 and 35 percent of all respondents in these two

classifications show an inclination toward dropping out. Negro students

have a slight tendency, as predicted earlier, to be more dropout prone

if in Type Two than if in Type Three. Of those with only dropout re-

ferents (Type Two), 32.9 percent of the Negro males and 27.0 percent of

the females are potential dropouts themselves. On the other hand,

Negro respondents who have both dropout and high school graduate
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siblings (but none to college) -- those in Type Three - show just

under 25 percent who might drop out. Whites in Types Two and Three

are less differentiated in their likelihood of being potential dropouts.

The percentages who might leave school before graduation are 34.9 for

Type Three males and 33.3 for those in Type Two; for white females,

the corresponding percentages are 28.7 and 30.5.

What we seem to have found here is a repeat of an earlier

finding that Negroes fare relatively better when their siblings' educa-

tion has mixed reference value. The reader will recall that the per-

centage of Negroes planning college in Type Four (with both college-

going and dropout siblings) vas higher than the percentage. in Type

Five (all positive referents, no college) and fairly close to the

percentage in Type Six (all positive referents, some college). But for

whites, Type Four respondents were little or no better off than those in

Type Five in their likelihood of college planning, and they had a much

lower likelihood than that of Type Six students. Now we find the mixed

referent group, Type Three, more differentiated from Type Two respondents

(all negative referents) in potential dropout percentage for Negroes,

especially males. Again, the exposure to conflicting sibling education

examples deems more likely to produce a positive result for Negroes than

for whites, at least relative to other students of the same race.

Recapitulation

A summery of results in Table VII-2, then, would point to the

generally strong association betueen educational experience of siblings

and educational plans of respondents. Students whose brothers and

sisters have followed the path of high achievement, as indexed in
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college attendance, are more likely themselves to expect to attain a

high level of educati-M. Overall, abOut one-third of the Negroes with

college-educated siblings (Types Four and Six) and Over 50 percent of

the whites expect to go to college. This coOpared With a much lower per-

centage of college-planners among those with sibling referents none of

whom have gone to college -- 12.1, 10.8, 20.7, and 12.4 percent for

negro boys and girls and white bOys and girls, respectively.

At the other extreme, those with siblings who have dropped out

(Types Two, Three, and Four) are themselves more likely to entertain the

possibility of dropping out before graduatic;a. Of these who have had

some siblings drop out, 26.0 percent of the negro males and 23.2 percent

of the Negro females are in the potential dropout category in our study.

The percentages are even slightly higher for whites -- 31.8 for males

and 26.1 for females. In contrast, those with referent siblings none

of whom have dropped out count 18.9 percent of the Negro males and just

12.1 percent of the Negro females as potential dropouts, along with

13.4 percent of the white males and 10.0 percent of the white females.

Having no sibling referents (i.e., either no brothers or sisters

or all still tu school below the collage level) is associated with a

racial difference in expected level of educational attainment. The

likelihood of a high expected educational attainment level is rela-

tively greater for whites than for Negroes in this situation -- even in

comparison with others of the same raze. For both races, these Type One

respondents are intermediate in their percentage with college plans and

with dropout potentialities. But the percentages tend to be much closer

among whites than among Negroes to those found for students with college.

educated siblings.

.4111=371===214. 1.
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On the other hand, among students with glad (as opposed to no

sibling referents, Negroes tend to rank slightly higher than whites --

relative to others in their own race -- on educational plans. We spec-

ulated-earlier that occurrence of a dropout in a white family, since

it iiiore unusual than in the Negro population, may be more traumatic

and mere indicative of a declining level of aspiration in the family,

even if Game children have succeeded to high school graduation and be-

yond. The family with a dropout is perhaps stigmatized as low in educa-

tional status more often and more irrevocably in the white subculture

and is not aided much by co6pensating instances of higher educational

achievement. This nay be reflected, then, in the aspiration and ex-

pectation levels of younger children in the family who may feel doomed

to the low status heralded by the earlier dropout. With Negroes, the

higher achiever among siblings may stand out more as the unusual one,

shoving "the way" to his younger brother or sister.

It would also be instructive to know the birth order and sex of

siblings who make up this mimed referent pattern. We might expect that

the sibling whose influence would be greatest on a student would be the

one who is closest in age and of the same sex. If this particular sib-

ling was more likely to be a dropout in white families and a high school

graduate or a possible college-goer in Negro families in Types Three

and Four, this would be a further possible explanation for the tendency

toward racial difference being discussed here. lie must repeat, how-

ever, that in absolute terms, there is very little racial difference

in the level of educational plans for those having mixed sibling refer-.

ents. What we have tried' to speculate about is why a Negro in this
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situation is likely to rank higher among peers of biti own race in his

level of plans than iii a white in the'same situation.

The only sizable racial differences, in an absolute sense, in

the percentage having various educational intentions appear among Type

One and Type Six respondents -- the first having no sibling referents,

the second having only positive sibling referents, including some

college-goers. These are the two kinds of respondents whose likelihood

of planning college is by far the highest among all groups for whi,tes.

In other words, the sibling educational experience (or lack of it) that

they are exposed to seems most conducive to hl-h expectations among

whites. Such experience canna exactly be considered detrimental for

Negroes either, slime those in Type Six have the highest level of edu-

cational plans within the race, and Type One Negroes rank fairly high,

too, on their percentage having high expectations. But the percentage

planning college is generally about 20 points higher for whites in these

WO sibling education categories. In addition, the percentage of potential

dropouts, while relatively low in these categories for both races, is even

lower for whites, especially males, although the racial difference is not

nearly so great as in the case of college plans.

Aside from students in these two sibling education types, Negroes

are about as likely as whites to be classified as high or low on educa-

tional plans. For the other types of respondents, the average level

of expected attait&ut.his generally lower and the distribution among

expected attainment levels is about the same in both races. Thus, we

see that the greater incidence of, and greater positive effect of, the

most favorable sibling conditions (i.e., referents either non-existent
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or all positive pith some having gone to college) among whites.may be

a major explainer of the overall racial differences that we have found

in edicational plan4 For those respondents who are in unfavorable cir-

cumstancwl., the chances of having high educational plans are at about

the same low level in both races. But given a more favorable sibling

situation, whites are much more likely to be elevated in the amount of

education they expect to get. To repeat, sibling performance must be

considered in terms of potential influence and also as an indicator of

conditions held in common with the subject.

This is, then, another instance in which we have found it possible

to identify conditions that are associated with equally low probabilities

of high educational plans in both races. But at the same time, the

opposite conditions turn out to be more favorable to the plans of whites

than to those of Negroes. There seems to be a residue of factors dis-

advantageous to Negroes that is likely to appear even when they encounter

some conditions generally favorable to the development of high educa-

tional plans for white students.

Introduction of Controls

Before closing this chapter, we shall now take another brief look

at how the control variables of "academic talent" operate, this time in

conjunction with siblings' education' With six classes in the independ-

ent variable and three classes within each of the three control variables

4 In Chapter XI, we shall work-with other controls, examining
particularly the interaction. of structural and reference-person in-
fluences on educational planning.

101
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A(not to mention the ubiquitous controls of race and sex), we shall

restrict ourselves to an overview of the effects of these control

variables.

The key finding in Tables VII-3, 4, and 5 is that siblings'

education continues to relate co respondents' plans in pretty much the

same way, even after controls of scholastic ability (SAL), academic

commitment (AC), and grades are introduced. The basic pattern, with

or without controls, consists of the following prominent features:

1) Respondents in sibling education Types II and III (with

some dropouts and no college-goers among siblings) tend

most often to be low in the amount of education they

expect to receive;

2) Type VI students (some college-goers and no dropouts

among siblings) usually have highqst level of edu-

cational plans; and

3) Those in Type I (with no siblings who are referents in

educational matters) olso usually have relatively high

expectation levels, at least as seen in college plans

among whites.

That the controls do not drastically alter this overall pattern

does not mean that they have no modifying effect, however. Perhaps the

most common modification is a weakening of the utility of siblings'

education for predicting dropout potential under certain control con-

ditions. Siblings' education had seemed less useful in predicting

dropout potential, as opposed to college planning, in the first place.

And now the combination of small numbers plus the genuine effects of
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controls often makes for a further reduction in the differentiation

among the six sibling education types in their likelihood of possibly

not finishing high school.

Still, we find that in 33 of 36 control categories in the four

race-sex groups, Type II respondents rank either first or- second in

percentage with high dropout potential. The same is true in 30 of 36

cases involving Type III students. All of the exceptions in the latter

case appear with negro =ales, where ability, interest, and performance

measures seem to account for most of the tendency (rather weak among

Negro males to begin with) of Type III students to have high.dropout

potential. For those in Type VI, however, only 24 of 36 comparisons

show this group following expectations by having the lowest percentage

of possible early school leavers. Here,. most (8 of 12) of the ex-

ceptions occur when SAL is the control, especially where respondents

have at least medium ability. This indicates a tendency for high

scholastic ability not to be a reinforcer of high educational expecta-

tions, if siblings have already gone to college. Apparently, those With

good ability are already unlikely to be dropout candidates. And, except

where sibling referents present a decidedly pro- dropout example to de-

tract from high expectations (as in Types II and -III), what siblings

have done is relatively unimportant in the plans of high SAL students.

The above is true with regard to the likelihood of dropping

out. But the unadulterated college example of siblings (as found in

Type VI students) is still associated with the greatest likelihood of

having college plans, even when controls are applied. In only two of

36 cases do Type, VI students rank below the top in, their-percentage

with college plans, and both times they'are a close second. Also,.
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Type II students 6iith all dropout referents) are consistently at the

bottom on likelihood of planning college -- there are just three minor

exceptions. -Those in Type III are somewhat less likely to remain last

or next to last on percentage with college plans, once controls are in-

troduced. Here we find'- eight exceptions out of 36, but none is very

serious -- in no control category do Type III respondents have an

espcially high percentage with serious college intentions. Finally,

Type I whites are, in all control categories, second only to those in

Type VI in their likelihood of being a college planner.

The overall'impression, then, is that siblings' education, re-

gardless of whether it represents influence or taps common sources of

influence, Continues to be a useful predictor of students' awn educa-

tional plans, even when controls of ability, interest, and performance

in school are introduced. But tnere is more consistent differentiation

of sibling education types with regard to extent of college planning

than with regard to drci7,:fut potential.

It remains for us to spell out the combinations of conditions

being discussed here that are most and least associated with high

levels of educational aspirations.
5

In all race-sex groups,- the most

likely to plan college its the student who is in Type VI and who has

high SAL, high AC, .or high grades. For example, among Type VI respond-

ents high on SAL,45.3 percent of the Negro males and 51.6 percent of

the Negro females plan to go-to college.after high school graduation.

5 We shall limit our view here to percentage with college plans
as our `measure of the dependent variable, sinde dropout potential is
less reliably predicted.

0.
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This. compares 81.5 percent and 76.9 percent for white males and

females& respectively. The percentages are quite similar when we look

atthe Type VI groups high on AC or grades.

Thus, adding in these controls does nothing to close the racial

gap in likelihood-to plan college. among thoim under the most favorable

is conditions. But adding high ability to favorable sibling example does

maximize this likelihood within each race-sex group. The racial differ-

ence in college planning rate is also found among Type VI respondents

with low or medium rankings on the control variables. As without con-

trols, the difference remains least or least consistent in Types II,

1,1

4

III,, and IV.

Looking for those who are least likely to plan college, we find

Negro males are this way if they are in Type III with low SAL or low

grades or in Type II with low AC. In these cases, between just two and

six percent have strong college intentions. Type V respondents low on

the various controls also have this small a percentage who firmly expect

rw

to go to college.

For Negro girls, the rate of college planning is at bottom for

both low and medium SAL respondents in Types II and ;II.' These types

also have relatively low college planning likelihood when they are low

on AC or grades. But Type V respondents, if a= are low on AC or

grades, have an even smaller percentage who expect to go to college.

The same tends to hold true for white girls, as well.

What this appears to mean is that Negro boys and girls of both

races who are low on ability, interest, or grades and who have only

non-college sibling referents are highly unlikely to be planning on

going to college themselves -- regardless of whether their siblings had
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dropped =out or had gotten through high school before stepping their

formal education. If a student has low ability' or has not done well in

school, the presence of only non-college referents is enough to eliminate

practically all chances of student planning for college. But at

higher abiiay, interest, and performance levels, the student's college

planning chances are raised just so long as there are no dropouts among

siblings (or at least no dropouts without the compensation of a college-

going sibling -- Type IV). Apparently high school completion without

going on to college by all referent siblings (as in Type V) is enough

to elevate the sights of some students as long a' they have the ability

and interest needed for coWge. Such students probably see education

as something one gets as much of as possible,.and they think of them-

selves as different from their brothers and sisters who are thought to

have been lacking in ability or interest.

All of this is well and good, except that among white boys, those .

with sibling education Type V are never as low as those in Types II and

III in their percentages planning college. To have had dropouts without

collegians among one's siblings (Types II and III) is definitely the

least conducive to having college plans for white boys,. regardless of

SAL, AC, or grades level. And Type V respondents.are generally no worse

off in college planning likelihood than are those in Type IV (with both

college-going and dropout siblings).

Thus, we would be best off if we made the most of our finding

that Type VI students -- those with siblings who went to college and

with none who dropped out -- are most likely to be planning to go to

college themselves, and that this likelihood is generally enhanced if

the student has better than average ability or has shown strong
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Commitments to'education. Ile know that other conditions are less con-
.

ducive toliigh'educational expectations, and we have attempted to cite

Other interesting associations between particular types of sibling

educationar-experiences.and respondents' own educational plans: For

example, white high.schooleis are more likely to have college plans if

they have no brothers and sisters or no brothers and sisters who are

beyond high 'school age (Type I). It is worst, genelzally, to have had

siblings who have dropped out, especially if there are no other siblings
.

who have gone-to college. Also particularly bad for the college plans

of Girls of both races and of Negro boys is the combination of low ability,

interest, or performance with the situation of having all referent siblings

Graduate fiomiigh school and not go to college.

The AboVe summary completes our discussion of siblings' education

in this section of the report. We have certainly found that it is a

valuable prediCtor of students educational plans. We have also found

that it has predictive power even when scholastic ability, academic

commitment, and school grades are held constant. Later, we shall want

to see how mUch of an independent contribution this variable makys to

predicting, and poisibly causing, educational plans when other variables,

particularly those relating to parents, are in operation." But next we

must turn to the relationship of plans to variations in another kind

of referent: the student's friends and other peers.

by
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CHAPTER VIII.

PEER INFLUENCES

In the present- study, we find that when forced to make a choice

among variousposii6le influences on their educational plans, students

name friends as "most-important" quite infrequently. When the choice is

among several possible referents (e.g., parents, siblings, teachers,

other relatives; other adults, and friends), Negroes select friends less

than four percent of the time, and just over six percent of the Whites

name friends; In a question comparing the relative influence of just

friends and parents, the latter come off as more important for 80 per-

cent or more of tfulse responding, with feue-.: than ten percent in any race-

Ilex group reporting that they rely more on friends.

We are about to examine the relationship between assorted peer

factors and the educational plans of respondents. If we find relation-

ihips, we must be cautious about making causal inferences. For the lack

of popularity-of friendS as "most influential" may indicate that charac-

teristici of friends and friendship patterns are less a determinant of a

student's plans and more an effect of these plans or of a cause that is

common'to-both.

Yet, the literature contains much argument and some evidence

that adolescents are guided in large measure by the standards and be-

haliicir of their peers. It is entirely possible that mucit of this in-

fluence is unrecognized by those involved, especially when it is not
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consciously or deliberately applied, but stems impersonally from per-

vasive elements of the youth or clique subculture. Moreover, the in-

fluence maybe important even if not primary -- as a supporter or modi-

fier of other influences on plans.

Therefore, while gyre nay have.. trouble isolating cause from effect

here, ye can usefully-identify the features of peers and peer relations.

that are likely-to be associated with high and law educational expecta-

tions. The purpote of prediction can at least be served. And it is also

quite likely that we can use these-findings to obtain insights into the

chair: of Causation.

- There are;twokinds of information that we have concerning peers,

Each will be a foius for one section of this chapter. First, there are

scholastically relevant characterittics of friends: Do they try hard in

school? Do they get good grades? Have any of them dropped out or gone

to college? What are their future educational plans?' From these ques-

tions, we can find to what degree a student's own academic behavior and

plans are congruent with those of his friends.

Second, we have indices of the status of respondents and of their

friends among peers in general. tie shall ask whether those who '(feel

that they) tank high among their peers are any different from those of

lower tank in their educational plans. This is interesting in its own

right -- to know Whether students who have high expectations (or-low)

eel a part-of, or estranged from, their schoolmates; in other words,

whether the peer system in school supports high, or low aspirations, and

heirlatUdents are sorted according to thit system. And this will help

set the stage for later'analysis where schools will-be classified

r
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according:to the degree, that their students give high status to those

. with strong academic goals.

Characteristics of Friends

The overall view of our data about the kinds of friends that respondents

have strongly supports common -sense expectations and results of other

studies. Ile find that students planning to go to college are most likely

to be found among those those friends work fairly hard and get good grades

in school, have not dropped out, and are either in or are planning to go

to college themselves. On the other hand, potential dropouts are most

concentrated among those whose friends get below average grades try no

more than "a little" in school, are not likely to be in or be planning

on college, and are likely to have either dropped out already or to be

expected to do this in the future.

In.ali four race-sem groups, students whose friends tend to have

below average grades are more likely to be classified as potential

dropouts than they are to be listed as college planners (Table VIII -1).

For example, among Negro vales whose friends are reported to be below

average in grades, 31.6 percent seem uncertain about graduating from

high school, while Only 13.5 percent have strong college intentions.

Similarly, Negro girld-with friends below average in grades shoo 27.6

Percent as potential dropouts and 10;3 percent planning college. The

.figures for Whites are 32.3 and 21.3 percent for males and 33.6 and 16.3

percent for femIlies. .Thtre is little racial difference here -- Whites

seem to have only slightly larger percentages in both the potential

dropout and the college-planning catesories.
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The picture is very different for those whose friends have average

or above average grades. 'Here the likelihood of being a college' planner

is greater in all race -se:; groups than the likelihood of being a potential

dropout. And a striking racial difference emerges, particularly in the

percentage of college planners among those with above average grades --

30.4 and 28.7 percent for Negro boys and girls, respectively, as compared

to 61.9 and 53.1 percent for white boys and girls.' This repeats the

pattern we have found frequently: the greater racial disparity in per-

centage having college plans in the respondent categories where these

plans are most common. Apparently, there is too much "static' -- other

interfering factors in the typical environment -- for positive conditions

to have a favorable outcome in educational plans as often for Negroes

as for whites. At the same time, the opposite conditions are associated

with an equally loci level of educational plans in both races. Note also

that whites are more likely to report that their friends have good grades

-- only 16.1 percent of white males and 11.1 percent of white females say

friends have below average grades, as compared to about one-quarter of

the Negroes of either sex.

When the measure is of reported effort of friends in school, the

relationship to respondents' plans is similar (Table VIII-2) to what was

found aboVe. The less effort respondents credit their friends with, the

less likely the respondents are to be planning on going to college and

the more likely they are to be inclined to. drop out. This strong rela-

tionship is found for both races and both senes, but with variations

1 Actually, the difference also shows up fiairly strongly among
males whose friends' grades are about average.
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in college planning rates especially large for white students. It is also

true that white males, compared with Negroes, consistently shot/ an ap-

preciably larger percentage with college plans and a smaller. percentage

of potential dropouts -- at all levels of reported friends' school effort.

In fact, white males Whose friends are rated lowest in effort have almost

as high a percentage planning college as do Negro males whose friends try

"quite a bit': or "very hard." But generally, respondents in these two

categories indicating greatest effort by friends ("try quite a bit" and

"try very bard") have by far the histhest Average level of educational

plans. Incidentally, there is usually little difference between these

two categories in percentages of potential dropouts and college planners.

Not surprisingly, students did not recognize the semantic distinction

intended by the researchers.

Future education'", plans of friends, as reported by respondents,

tend also to be related to respondents' own plans in the way one would

expect (TddeVIII-3). Similarly, to the emtent that students have
A

friends who have already left high school (through graduation or dropping

out), it is also true that the current educational fate of friends tends

to mirror students' future plans (Table VIII-4) .

Among those where dropping out is the predominant expectation for

friends, fewer than ten percent have strong college intentions. In fact,

none of the 101 white females in this category was classified as a college-

planner. On the other hand, potential dropouts account for over half of

the whites and over 40 percent of the Negroes whose friends rank lowest

in level _of educational plans. If anything, then, the whites whose

friendship groups consist mainly of low aspirers (or planners) are awnless

:5
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likely than Negroes in the same situation to have high or even moderately
. .

high ambitions or expeCtatioAs'about their oini future edUcation. The

friendshipgrouPs of non-education-oriented Uhttes appear to be more

homogeneous than those of Negroes --admitting even feWer-who may be

expecting to exceed the group norm in educational attainment. But while

this is true, it is also true that a larger proportion of all Negro stu-

dents report having friends with low educational expectations. The per-
!

centages for Negroes are just about double those for whites -- 12.5 and4

7.7 percent for Negro boys and girls, respectively, as compared With

6.4 and 3.7 percent for white boys and girls. Thus, while it may be

slightly more likely for Negroes to have relatively high educational

plans when their friends have low expectations, a greater proportion of

Negroes experience the negative condition of having friends with low

expectations.

Adding to this is the recurring pattern of much higher expectations

among whites, as compared to Negroes, when both are members of generally

college-oriented friendship groups. First of all, a higher percentage

of white students fit this description -- 27.5 percent'of the boys and

32.5 percent of the girls, as compared with 19.4 and 25.1 percent of the

Negro boys and girls, respectively. And among whites with most friends

expected to go to college, over 70 percent are college planners, themselves,

as opposed to less" than 40 percent of the Negroes having the most ambitious

type of friends. The likelihood of being a potential dropout is also re-

duced more among whites whose friends are Generally college planners --

just 4.4 percent of the males and 4.2 percent of the females. This is

lover than the percentages for Negroes -- 10.0 for boysand 7.9 for girls.
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The picture is someuhat less striking, but similar, when we look

at what triendszhave already attained-educationally. Here we have a

.measure comparable to the educational experience of siblings -- a good

predictor of respondents' educational plans in Chapter VII. As in the

previous case, respondents are classified according to whether their

referents present a positive, negative, neutral, or mixed example with

regard to educational: experience. In the measure being used here, the

"positive" group consists of those with some close friends who graduated

from high school and none who have dropped out. The opposite applies

for the "negative' group -- some dropouts and no graduates among close

friends. The "neutral" label pertains to two respondent categories:

those with all close friends still in high school (or beloO and those

few who report having no close friends (less than two percent ,of all

students reporting). qiixed" educational experience of friends refers

to the case where some friends have graduated and some have dropped out'

of school before high school graduation.

The mixed example of friends turns out to be associated more close-

ly with low expectations of respondents than was the case with mixed sib-

ling educational experience. In general, students having both dropout

and graduated close friends are nearly the same in average level of

educational plans as those whose referent friends are primarily dropouts.

Those in peer groups with more purely negative educational orientations

have a slightly greater likelihood than those in the mixed groups of

being potential dropouts (except among white girls), but there is virtu-

ally no difference between respondents in these two categories in their

likelihood of planning to go to college.
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In all race-sex categories, potential dropouts comprise about

30 percent of those respondents with friends who have dropped out and

with none who have graduated. About 20 percent ofthe white males with

this typo of friends have relatively strong college intentions, while

the percentage is below 15'for white girls and for Negroes. Among those

with a mixed group of close friends, about 30 percent of the white

females, again, are cladsified as potential dropouts. But the figure

is reduced to the low and middle 20's for the other race-sex groupings.

At the same time, serious college planning still occurs less than 15 per-

cent of the time among girls of either race and just 17.0 and 22.2 percent

of the time among Negro and white boys, respectively. In all race-sex

groups, then, respondents who have some dropout friends -- regardless of

whether or not they alsO have some friends who graduated -- are semeuhat

more likely to be potential dropouts than they are to be college planners.

In contrast, -with an appreciably larger percentage of college

planners than potential dropouts, are those respondents whose friends

are either all still in high school (oebelou) or have graduated. Of

those whose friends are all still in school, between 17.g (Negro males)

and 10.2 percent (white females) are classified as possible dropouts.

Uhen there are some positive and no negative referents among close

friends (i.e., persons who have already graduated), the range in per-.

centage of possible dropouts is from just 13.4 to' 8.2.

At the same time, the proportion having serious college intentions

is higher, especially for whites, when there are no negative referents

aMOng friends. Tuenty-six percent of the Negro males and 21.7 percent

of the Negro females whose friends are still is school have serious plans
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to go to C011ege. this is also the case for almost 30 percent of the

=

Negro students Who count some high school- graduates among their close

friends, and have no dropout friends. Among whited, if their cline

friends are either still in school or have graduated, about 53 percent

of the males and about 42.5 percent of the females expect to go to college

right after high school graduation. We are not looking here at whether

friends have gone-on to college or not -- just at whether or not they

graduated from high school. But even this is associated with a markedly

highei educational expectation level in our respondents than is found for

those whose close friends include some dropouts.

Status Among Peers

We next turn to a view of the status of respondents among their

peers to ,see whether this is related to educational plans. We will be

using three measures of status in this section: (1) how the respondent

rates within his special group of friends, (2) how he rates with his

schoolmates in general, and (3) how his special group of friends rates

with schoolmates in general. In addition, ire shall briefly touch on the

relationship to educational plans of how well respondents think their

teachers and parents like their. friends. The overall aim is to see how

the various reference systems Of respondents fit together in their

association with educational. planning.

To begin with, VW find a moderattly increasing likelihood of being

a college:planner as one's perceived-status within one's particular group

of_ close friends increases. (rab:Lei/III-5). This is true in both races,

but is more strikingly seen is the case of males-. Apparently,; girls have

more chance -to be_popular in-non- college- oriented estivitiesr such as

social clubs and the like.



226

Serious. college 21311111111_ 1,3 :f9,9,1151- &ging 32 9:percent At the Negro

xsalek-prmi,5845 ,percent of the white males, who classify themselves- as

leadera-vfl their friendship groups., in contrast,. those; with _low status

among: friends "not.-especially popular" or "not_ really an insider")

show. only- about 14 percent of the Negro- males and about a quarter- of the

white males: =pecans to attend college. The. range among males,. then,

is about 19 points for Negroes and about 33 pointS for whites in percentage.

with college plans, comparing those with high and low status in their

friendship groups. Those who claim no special group of friends tend to

be someuhat intermediate in college planning, though towards the low end

of the continuum -- with 17.5 percent of the Negro males and 36.0 percent

of the white males having college plans.

For girls, we find 27,3 percent:of the Negro "leaders" and 47.1

percent:of the white "leaders" planning to go to college. In comparison,

among those with relatively low status among friends, 14.0 percent of the

Negroes and 27.4 percent of the whites have college plans. Thus, the

range is quite a bit smaller than in the case of the boys -- about 13

percentage points for Negro girls and less than 20 points for white

girls ids compared with ranges of about 19 and 36 points for bopv).

Again, for girls; those without a special group of friends,bave a slight-

ly greater likelihood of being college planners than do those peripheral

to or low in status within a friendship group. but these non-affiliates

are cOntiderably less likely than the group leaders to have college plans.

Id genttal, die. inverse of the above is .rue with regard to drop-

out potential. /ntra-group status is negatively related to the likelihood

of contemplating early school leaving, and those with "no special group

of friends" are intermediate in this likelihood. Here the sex difference
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is noteworthy only among whites where over 20 percentage points separate

'Ira and lcw atatua -bales in their likeIi4Ood of being a potential dropout,

AS:comipareofto itinge"Ofjust 10' percentage points -for white girls.

-1.Nben'We turn to the broader context of popularity among. schoolmates-

-in -general* the results- are_simiiarto those for status within the close

friendship group. CCableM111-6). Those who feel that they are "popular"

or "well liked" are most likely to have serious college expectations and

livit'likely to be classified as potential dropouts. Just the reverse

is true for the less than 10 percent who report being "not particularly

well liked," "unpopular," or unknown to most people; they have relatively

high proportions of potential dropouts and low proportions of college

planners. -Among Negroes, about one-quarter of those who consider them-

Selves "popular" have strong college intentions, and about 15 percent are

pOteutial dropouts. This contrasts somewhat with results for those who

rate themselves just "average" in popularity; about 20 percent of these

students are planning to go to-college, and about the same percentage

are. listed as potential dropouts. The college planning rate drops below

15 percent for the relatively small number who feel unliked and below 1C

percent for those few who say they are not well known. At the same time,

potential dropouts comprise_ about one-third of the students in these last

two categories.

The picture is even sharper among whites. For those who rate them-

selves as "popular," over half the males and nearly half the females are'

classified as college planners, while only about 10 percent show an inclin-

ation toward dropping out. The percentage of college planners is reduced

about 20 points for those just "average" in popularity--34.9 percent for

boys and 26.6 percent fog girls - -at the same time that dropout potential

increases to-22.9 percent and 17.8 percent for the boys and girls, .

respectively. Even more drastic.is the lower level of educational
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planning for the whites who feel. apopular or unknown. Again, we are

dealing with a small number of cases, but it seems quite noteworthy

that only 22.9 percent of the unliked white males and just 14.3 percent

of those who are unlpown have college plans, while 44.6 and 35.7 percent

are possible dropouts. For the white girls, college plans are found among

only 16.7 percent of those feeling generally unpopular and 7.3 percent

of those claiming to be generally unknown; over one-fourth of these. types

of girls are potential dropouts, however.

Thus, we seem to have demonstrated a fairly strong relationship

between within-school status among peers and level of educational plans.

The student who is academically oriented in his future plans is likely

to feel more popular among his schoolmates. On the other hand, those

reflecting alienation from their peers -- or, at least, commanding less

respect and popularity -- are also more likely to be alienated from

academic goals. Contrary to some commonly expressed fears about public

school systems in general, we find- an association between high levels

of educational planning and popularity within the school, at least when

we use the students' estimates of their own popularity. In our sample,

within-school status and academic orientation do not seem incompatible.

Further support for this conclusion comes from the relationship

between educational plans and respondents' evaluations of the status of
A

their own group of close friends. ('Table VIII-7). Strong college in-

tentions are found in more than one- quarter of the Negro students who

rate their own group as the "leading" one or "near the top" in school

status. This compares with college planning in just over one-fifth of

those in "above average" groups, less than one*fifth of those in "about

average" groups, and just 14.7 percent of the girls and 8.5 percent of

r
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For the whites, as is usually the case, the range. is even greater

in college planning percentages of the extreme groups. Among males,

70.7 percent of those who claim to be in the school's leading group are

college planners. On the other hand,.college intentions are strong among

just 25.2 percent of those in below-average status groups and among just

28.6 percent of those in groups of about average status. Almost two-

thirds of the white girls in highest status groups are college planners.

This percentage drops to just 21.1 and 16.5 for those in groups of

about-average or below-average status, respectively.

A glance at percentages of potential dropouts reveals the expected

opposite trends for all race-sex groups. Iii all cases, the likelihood

of being a potential dropout is greatest for those whose close friends

are below average in status. Among NegrOes, those in "leading groups"

seem slightly more dropout prone than those whose groups are "near the

top" or "above average" in status. But among whites, those in groups at

or near the top of the school status hierarchy are definitely lowest

in likelihood of being potential dropouts.

All in all, we again find that the status a respondent claims for

himself and for his close friends within the school is a good predictor

of the respondent's plans for future educ'ation. Thus, we see that two

aspects of a student's social environment in the school may possibly help

determine the level of educational expectations of that student. First,

the person whose friends are good students aiming towards high school

graduation and college is, himself, more likely to have these same academic

goals. And second, the student who feels popular among schoolmates is

1:2
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most likely to be planning a college career, while the student who re-

ceives relatively little reward in interaction with peers at school is

not. as likely to be thinking seriously of college -- instead, the latter

kind of student tends to be a fairly strong prospect for the dropout ranks.

Tn addition, we might briefly mention in this context the apparently

favorable effect of parental or teacher approval of friends on respondents'

educational pians. tie have already examined (in Chapter VI) the relation-

ship between students' plans and perceived teachers' attitudes towards

friends. Those with teacher-approved friends are much, more likely to be

planning on further schooling after high school -- especially among whites.

In general, the same condition prevails with regard to parental approval

of friends (Table VIII-3). If parents approve of friends "very much" or

"for the most part," respondents are considerably more likely to be listed

as college planners, as compared to those whose friends are either dis-

approved of or unknown by parents. Thus, the general conflux of favorable

school experiences with peers -- marked by status-rewarding interaction

with academically oriented friends approved of by parents and teachers --

seems most conducive to a high level of educational ambition for respondents.

It must be noted that the peer-related variables are not as success-

ful as some previously explored factors in accounting for racial differ-

ences even among subgroups of respondents. The goals, and expectations of

Negroes are generally lower than for whites at any given level,of within-

school status or degree of parent-teacher approval of friends. There

are a few instances where those with friends low in academic orientation

have equally low levels of educational plans, regardless of race.' But

we are on safer ground generally, if we focus on the fact that wiAt_nd

each race, a student is most likely to have high educational expectations
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if his friends are good students interested in continuing their formal

education and if the within-school status of him and his friends is

relatively high.

In some respects, we have a situation akin to the question of morale

among soldiers in battle. Apparently, the most significant factor for

motivating soldiers to fight aggreisively and effectively is a strong

integration into the social system of the fighting unit. In our study,

greater adherence to higher goals in.education seems to accompany a more

solid integration into the school social system, as indicated by having

high status among peers, having academically oriented peers, and having

friendship with peers who are approved of by such other significant

others as parents and friends.

Before leaving this section on the relationships of peer factors

to educational plans, we need to look briefly at how much of these rela-

tionships remain after our scholastic ability, interest, and performance

controls are applied. To stand for all the peer variables that we have

examined, we choose two representatives -- friends' future school plans

and within-school status of friendship group -- to explore in greater

detail at this point. There are two questions to be asked: (1) Do

bright and highly motivated students tend to have both high status in

the school setting and academically oriented friends? And (2) might such

a situation actually account for any relationships found between peer

influence and respondents' educational plans?

The answers to these questions are found in Tables VIII-9 - 15.

There is definitely a relationship between the peer variables and the

respondent's scholastic ability, academic commitment, or grades. The
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likelihood of having high SAL, AC, or grades improves with increases

both in the level of friends' educational expectations and in perceived

status of one's friendship group (Table VIII-9). Those whose friends

are thought to be college -bound are more frequently:high on the "talent"

measures. And respondents who belong to prestigeful cliques in the

school also tend more often to rank high on SAL, AC, and grades than

those who are in lower status groups.

As for the effect of these relationships between control and inde-

pendent variables, they do not usually account completely for the observed

association of peer factors and respondents' educational plans. Within

categories of SAL, commitment, and grades, there generally remain the

already noted tendencies for the level of plans to vary directly with

both the level of friends' plans and the respondent's clique status.

The only real exception to this is the case of Negro females with low

SAL; for them, lower clique status is, if anything associated with a

likelihood of being a college planner that is low, but slightly increased,

over the likelihood for those whose friends have higher status (Table

VIII-13). Perhaps, for those with low ability the high status of one's

friendship group may have contradictory effects on one's plans for

further education. On the one hand, it may tend to raise the horizons

of educational possibilities, as it seems to do for our respondents in

general. But it may also serve to undermine optimism about future edu-

cational plans by pointing up the contrast between one's own low abil-

ities and the higher abilities of one's friends who typically constitute

the high status clique. Why the latter effect would seem to predominate

only among Negro girls is a question that must be left for later

speculation.
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Also generally unaffected by the controls is the racial difference

in planning, at least under most peer conditions. The exceptions here

are a bit more *numerous, but they are insufficient to permit any con-

clusion. that peer influences contribute appreciably to an explanation

for the racial differences observed in educational planning. As in

preceding parts of this report, the races tend to converge under those

Conditions least associated with high levels of planning. For example,

Negroes and whites are roughly similar in their percentages of college

planners and potential dropouts for those relatively lot; on SAL and with

friends not expected to attend college (Table VIII-10). The greater the

ability level of respondents or the higher the academic goals of friends,

the greater the racial disparity in educational plans tends to be

with the advantage of more ambitious plans going to whites? This is a

picture that tends to be repeated when academic commitment or grades

is substituted for SAL (TablesVIII.1 and 12). And there are intimations

of the same pattern, among females at least, when clique status replaces

educational plans of friends as the measure of peer influence (Tables

VIII-13, 14, and 15). (aere, we might note, the Negro disadvantage in

educational plans disappears for those girls low on AC, or low or medium

on grades, with friends whose within-school status is average or below

average.)

Summary

We have presented striking evidence that students with high educa-

tional expectations tend to have friends who do well in school and who

are oriented toward high school graduation and college. Conversely,

students with low expectations, either for completion of high school

rf,)
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or going on to college, are more likely to have friends who are poor

students, dropouts, or planning to drop out. It would be very tenuous

to attempt a causal interpretation of such results. For some students,

association with friends who have low educational aspirations and interest

nay bring a type of influence which lowers their own aspirations. For

others, low grades and United plans may predispose them to seek associ-

ation with others similar to themselves. Mist likely is the probability

that adolescents with similar values and'intercstt seek the company of

each other, and that this association reinforces tendencies that already

exist. Our data, as well as that from other studies, demonstrate a

definite homogeneity of school friendships in which one axis of the

relationship is similar attitudes toward the educational. process, re-

gardless of whether this is the main dimension or whether other sets

of values, interests, and background bring them together and also tend

to limit or encourage them in their educational horizons.

Related to this finding of homogeneous friendship groupings which

approach bimodality in educational planning, are our previous findings

about family influences and influences of the teacher. Parents, teachers,

and high-achieving siblings apparently belong in the constellation of

most of the high-aspiring adolescents of our study. In other words, the

"dominant" grouping is for ambitious parents, approving teachers, "suc-

cessful" siblings, and high aspiring friends to mutually approve, influ-

ence, and associate with the high aspiring adolescent. Parents, teachers,

and students in general approve of his harder - working friends. Conse-

quently, as "ideal type" we get the impression of an "in" group, including

for both Negro and white, students who expect to get through high school,

show reasonable interest in the process, make fairly decent grades, behave
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themselVes, and associate with other students like themselves. For the

white students, this "in" group more often has the additional component

Adg of planning to go on to college, whereas this is not as important a

component for Negroes.

Possibly the moat important conclusion that can be drawn from

this rather impressionistic picture is that by the time of high school
4

1

the student who comes with high expectations and who has been absorbed

to a fair degree in the values of the system finde many forces tending

to keep him on that path -- parents, teachers, friends, an his own

degree of success in the system. However, students who by that time

have established other goals and contacts will find it increasingly

difficult to change paths -- relationships with friends and teachers

will be affected by earlier attitudes and behavior and tend to persist

in a cumulative fashion, while established peer associations become

increasingly difficult to break and change. In general, these students

become less apt to receive positive sources of motivation at the same

time that negative sources become stronger. This bleak kind of progno-

sis is, of course, only a broad generalization, because some adolescents

do change their directions during this period of life or later. They

may acquire other goals which require a modification of their educational

goals and values; relations with parents may change or parental influence

finally "take hold"; an interested and perceptive teacher may have a

real influence; or friendships nay change or become effective -- any

of these or many other factors may change their goals. For the majority,

however, the kind of pattern we have described appears to be operative

and, in most cases, rather definit&ve.
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Ft
In

.

tb4t plloWing ,two. cliapterti:, we 'ant to look at some specific

attitUdinWttigigutations.stOng-reipondents that may be useful in

predicting` and eicplaining-edOcational plans. tie shall discuss, first,

occupatioPal aspirations and expectations, and, second, certain value

orientations of4eap9n4ents. Jle expect to find evidence of the utility

of these variables in any general multi- causal model of the development

oi eduaatiOnal plans.
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CHAPTER IX
.

. OCCUPATIONA AND EDUCATIO:NAL PLANS

For large numbers of adolescents, educational. planning would

be expected to 0hand-in hand with occupational planning.. Both repre-

sent preparations for adulthood,- and both would seem to be products,

in large part, of the same processes of childhood socialization. The

factors that motivate a child to have high ambitions in one sphere would

also cause him to raise his sights in the other sphere as well, and

the focus could be on identifying the underlying antecedents of both

educational And occupational plans. This is what we have been working

on in-previous chapters.

But there are two reasons justifying the use of occupational as-

pirations and expectations as independent variables in the present

study. First, they may serve a summary predictive purpose, even if they

were to have no actual effect on educational planning. Although we

have tried to identify some of the possible determinants of educational

plans,-we are obviously missing a number of key factors; If, as

diagrammatically suggested in Figure 1, these- unknown factors affect

occupational, as well as educational, plans, then we would expect both

planning measures to vary together. While this would not provide a

satisfactory explanation for variations in educational plans and aspira-

tions, it could at least serve as a shortcut for prediction to the ex-

tent that correlations with unknown factors were similar for educational

and occupational plans.
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Beyond this, however, a second reason for studying occupational
. .

plans is _that- they-may acivally-be. partial; deierininents not just'
correlates ---of educational plans. Figure 2, an extension frOm

Figure 1, suggests this more compleie model. Here we see that certain.

factors mUtual/y affect both occupational and educational planning,

but that-the occupational plans and aspirations of an'individual have

their own independent, or at least reinforcing, effect on his educa-

tional planning. When a person decides to take up a particular career,

we would expect -him to become aware of the educational requirements of

the job and to structure his plans to fit these requirements. In general,

those aiming for high-status occupations (such as in the professions,.

or in business ownership and management) would recognize-the necessity

of a college education for themselves. On the other hand, persons ex-

pecting to hold lower-level blue-collar jobs might well decide that even

high school graduation was not necessary. Thus, in the absence of other

variables directly influencing educational plans, aperson's-occupational

goals-could well be a crucial determinant. 'We can explore this possi-

Witty in our analysis of the relationship between occupational and-

educatiodal planning..

At the same time, we can use 'this analysis. for the practical

purpose of learning the degree of realism and efficiency associated

with preparations of respondents for their future jobs. Are the educa-

tional plans of students in line with their occupational plans? Or

are they generally aiming for jobs for which their education will not

prepare them? If the latter is the case -- that is, if some students
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are hoping and planning for higher level jobs than their intended .

education will permit' -- perhaps all thut. is needed to raise the level

.% of _educationl 4pirliPinS, a su4 studentsjs tb ACOlint theili with .

the educational requirements-of the various jobs to which they aspire.-

Measurement

Given. these possible implications of an observed relationship,

. or non-relationship, between occupational and educational plans; we.

proceed to our data.. Two measures of job goals were used in the survey.

First, respondents were classified according to their answers to this

open-ended-question:

Nhat kind of work do.you'think you would most
want .b do, if you could get it? (Tell enough
about it so we know exactly what you are think-
ing of.)"

This question ascertained the respondent's "desired job," and answers

were classified as follows: 1

1) Semiskilled or manual
2) Skilled or skilled service
3) Lower white-collar (clerical -and 'sales)
4) Upper white-collar (professional, entreprenurial,

or managerial)
5) Armed forces

-6) Glamour (in arts, entertainment, or adventure
.occupations)

7) Farming
8) Housewife

The same classification is used foestudents"expected jobs,"

which are indexed by a combination of three questions. The respondent

is asked whether he thinks he can "get the kind of work you really

want to do,. when you are ready to earn a living." If a student expresses

1
The detailed coding guide is available from the authog3on

request.

-
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certainty about gettiAg tib'job ie hat debires, his job is

listed s. the_ same as his desired 4.." 1theis 4ot certain, then the
. -.

answer to a subsequent qitettion isuSed'as the measure o2 hi-s expected
. .

-41), This latter question is ftf you do NOT get the kind of work you

really want, what'do you. think yoU are most likely-to end up doingl"

Ily

Distribution of Occupatignal.Goals

Our interest, in this report,is not to make a full-scale investi-

gation of occupational plans -and aspirations by themse/ves;2 we simply

want to see how they relate to educational planning. But there are

Several points that are worth noting in passing.
.

First, the students give evidenceof having seriously answered Te

the questions on job goals. Over 90 percent .txf those in each race-

sex category say they have "frequently" or "very often" thought about

"the kind of work you would like to do when you finish school:" It is

true that a'fairly large minority of respondents are not classifiable

7f,with regard to their occupational plans. The proportion. ranges from
;

almost thirty percent of the Negro males on "desired job" to about

eight percent of the White females, also in response to the question cWt:

concerning job most desired.

The unclasiified category results mainly from the not-sossurprising

fact that a fair number of high schoolers have not-yet crystallized-their

job plans. But there is also strong indication that these unclassifiable

respondents are disproportionately among the least able and least

11110110........11...sommoopamilamollir.0011.11.1wabaiftelleemmpem

2 This may be' handled in a later report.
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ambitious students; they .tend to have a low level of academic plans

and to be.-relatively low on our measures of scholastic ability. and ,_..:.. .. , 'F
.

commitmentilemiiht expect, then, thit theserespOndents are, perhaps,
, .

most likely to end up in the-less desired job categories, notwith-

standing-their-inability or unwillingness to -say this theMselVes.

. . Certainly, we want to keep this in-aind while discussing those-students

who do have a fairly well developed set of occupational expectations

and recognize that this type of bias will reduce the size of relation-

ships.

Mons this latter group, the classifiable respondents; there

seems to be a skewed distribution in favor of high- status. occupational

goals, as Table IX-1 indicates. This is especially true with regard

to desired jobs, but-even the-distribution of cases in the expected-job

responses shows a large shift upward in stut;.:s goals, as compared to

the status of fathers' occupations.3 Half or more of the claisifiable

respondents in all race -sex categories-would most like to have either

a glamour or an upper - white-collar job. Andover a third of *the

students apparently lamest to have such jobs. This is not surprising

however, once we have noted the unclassified respondents who might

-.. reasonably he expected to swell the ranksof those destined for low-

status occupations. Thus; we are generally satisfied with the validity

of our measures of job aspirations and plans for those who did give

usable answers. It is to these students that we shall devote our main

attention in the subsequent analysis.

=1M11111.0MMINIMININEMINar

3 gee Chapter III for data on father's occupation.
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We should emphasize that when the requirement of realism is
&-;12

imposed on the aspirations of respondents, there -is a 'definite shift 3`.1
.. -

awaY:Irom high=status jobs another argutrient-fot the -validity of
.

these answers. About three-quarters of the students are not Confident

about, getting the job they want t;4- these persons, therefore3 have ,

t4g.their "desired job" responses reclassified for the "expected jobs'a. .

.

measure. -Of course, ,many of those_ reclassified end up in the same

general category as before -- if- their most likely" job has a status

,ezSimilar to the one they most want,

But semi -skilled,,manual, armed forces farming, and housewife

jobs all rise-in frequency when' we move from desired to expected occu-

pations.f Only 14.5 percent of the Negro males make such kinds of work

their first choice, while over twice that percentage, 32.8 percent, ex-

peat to and up in one of those job categories. For Negro females,

the percentage ,shift is from 7.0 to 30.5; for white males, from 17.1

to 31.8; and for white females, from 3.4 to 26.5. Now, being*a house-

wife or in the armed forces, or even in farminii is not necessarily a

sign of low occupational status.. What:the data may indicate, more than

anything, is that these jobs are relatively less desirable and sexve.as.

something to fall back to when one must give up his fondest dreams

about a future- career.

emoli111=11101+MO111111111111111111011.

4
The percentages are,74.3 for Negro males, 73.9 for Negro

females, 78.8 for white males, and 73.4 for white females.
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Relationships Between Edudational and Occupational Plans

It is also true, though, that these lower status jobs generally
g ,. ..., .

leii education than thos e in otherocCdpationai'dlassifications.

Indeed, we find in Tables IX -2 and 3:that the educational, planning -of

students does support this observation.

For.exampld, amongoccupational goal'groups, those desiring or

expecting to hold.professional, managerial, or entreprenedrial jobs

haVe by fat the highest incidence of college planning and the lowest

proportion of potential dropouts, regardless of race or sex.
5

At the

other. end of the scale-are. those with unskilled or semi-skilled labor

aspirations or plans.

In looking first at white boys, we find that over 70 percent of

those who have highest-status (e.g., professional,managerial, and

entrepreneurial) job aspirations or expectations are planning to go to

college right after high school, and only about five percent fall into

the potential dropout category. Respondents in even the next job

classification's in. status order 411.11111 glamour and lower white-collar --

show a marked reduction in their general level of educational plans.

The percentage poiht decline in definite college planning is 24 or more,

and the proportion of .potential dropouts is at least doubled; At the

same time, serious plans to go to college are found among just 3.9

percent (2 out of 51) of the white males desiring unskilled or

5
In this discussion, we shall, as usual, generally ignore

percentages. based on'lewet than 25 cases, since these percentagei are
relatively unstable and'can be. drastically affected by changes in the
classification of just a few cases.
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semi-skilled work and among just 18.3-percent (20 out of 109) of those .

expecting tc end up in such jobs. On thiothel: hand, almost half of

the white mares with-these occupktional ambitions.ovexpectations ere .

rated' high on dropout potential.

A future career in skilled labor or in- the armed forces is. also

associated with relatively low educational' expectations among white

males. Just-11.0 percent of those desiring skilled laboring jobs

. have firmOollege plans, along with 20.6 percent-of the white boys
.I

hoping for a Taiili4%,xy career. The proportion of college planners .

among those who realistically predict these kinds of work for themselves

is also just over one-fifth. At the same time, a high possibility of

dropping out exists for over 30 percent of those'who want skilled labor

or armed forces careers as well as for about 25 percent of those who

expect jobs-in these areas. (The percentages are 27.8 for those with

armed forces plans and-22.7 for those with skilled labor expectations.)

White boys with farming aspirations or plans tend to be inter-
.

mediate in theirtacademic planning levels. -.About a third of:them are

classified as college planners, while about a quarter of them may be

considered as poor risks even to finish high school. This probably re-

flects the vast nangeof-meaning that farming can represent to a young

man -- particularly a white youth -- in the South. For some, it means

a scieztific operation with good chances for large financial gain, but

requiring high skills that are best obtained in college. For others,

however, it simply means scraping out a living in the same way one's

father bas done -- through hard labor with little required in formal

education, but also with relatively little reward expected financially.

1,0

MF , a
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. It is the,latter meaning of farming that seems to predominate

for Negro males in our sample. As we.have seen earlier in looking at

. father's occupation and at urban-rural .background;the experienc't-of
- .

Negroes-is_MUch.more.with the unetilled labor and bare subsistence side. .

of farthing than with the owning and managing of large ana profitable
. .

farms. It.isj.therefore not surprising-that hardly any Negro boys

want to be farmers, in the first place, and 'dirt the anticipation of an

eventual career in farming is associated Vith-loW educational expectations.

Fewer than one percent of those giving classifiable answers aspire to

a farming occupation this despite the fact that about 25 percent of

the Negro male respOndents presently live on farms.. And of those who,

nonetheless, expect to be farmers, only 12.3 percent have college plans .

and 30.0 percent are potential dropouts. This is the least educationally

*aMbitious groups of Negro male students in the sample, except for thoie

who gave W. usable response to the questions on occupational goals.

Aside from this one discrepancy between white and Negro.boys

on the educational plans of those oriented towards farming -- the groups

are quite similar .in the relative level of academic expectations for a

given category of occupational plans or aspirations.

Thus, we find serious college planning'Most frequent among Negro

males desiring or 'expecting -a professional or-high-status White-collar-
.

job., .round 50 percent are reasonably certain about going to college.

This percentage, while the highest to be found among Negro males, is

about 25 points below that of the corresponding group of white males,

Being rated a potential dropout is relatively rare autcaz both white and

Negro males seeking or expecting these highest-status jobs, but it does

41"lialosteweliN
0,14,..WOOl*I
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occur about twice as often for the Negroes. Slightly over 10 percent

of the Negro boys are possible dropouts, even if they say they most t

want, or really expect, to be either a professional, manager, or business

owner.

The percentages of college:planners among those aspiring to

glamour or lower white-collar careers are just 27.0 and 21.4, respec-

tively, for Negro males. Likewise, about a quarter of those expecting

to hold these kinds of jobs have serious college plans. While low,

such percentages still put these groups, next in line in their likelihood

to be planning to go to college, just as was the case for white males.

The groups are also next lowest in percentage of possible dropouts --

those with glamour career goals having a somewhat higher percentage

than those with lower white - collar desires or expectations. (This

last finding makes sense, inasmuch as some glamour-type jobs -- in

athletics and entertainment, for instance -- are achievable with minimal

formal education, although for other types of glamourous work -- as in

the arts -- much training may be needed.)

In contrast to the case of Negro males oriented towards White-

collar and glamour ;...a.i:ears, those who aspire towards, or expect to

enter, blue-collar or armed service jobs are more likely, to be potential

dropouts than they are to be definitely planning for college. Again,

this is a picture similar to that of white males. And here even in

absolute percentage terms, whites are not generally at an advantage in

their level of academic ambition. In fact, among those with lower

blue-collar aspirations or expectations, the white boys show a markedly

higher percentage than the Negroes in the potential dropout category.

.8 . er ". 61.. "*. t;
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Whereas almost 50 percent of the whites aiming towards semi- skilled or

manual laboring jobs are considered fairly likely to drop out, this is

true for only about 30 percent of the Negro with the same job inclina-

tions. Among those actually desiring this kind of work, 7.1 percent

of the Negro males and only 3.9 percent of the white males expect to

go to college. When we look at those expectinK this kind of work, the

Percentages rise to 12.5 and 18.3 for Negro and white boys, respectively;

the increase in percentage can be attributed to those with definite

college ambitions who, nevertheless, are not very confident of being

able to avoid lcw-status work.

College planning, again, is found among only about ten percent

of the Negro boys who want or expect to enter skilled or skilled-service

work. About one-fourth of these boys are potential dropouts. The like-

lihood of being a prime dropout candidate is similar to that found for

white boys, as is the proportion of college planners among those want-

ing skilled jobs. But whites who expect such work do have a somewhat

higher likelihood of holding serious college,plans -- 21.5 percent of

them, as compared to just 11.2 percent of the Negro boys, have definite

college ambitions.
.10

Negro boys with armed service aspirations or expectations tend

to be somewhat less likely than their white counterparts to be classi-

fied as either college-planners cr potential dropouts. Only 6.2 percent

of the Negro males wanting to have a military career are also serious

college planners, as compared to 20.6 percent of the white,males.

But 31.1 percent of the white boys in this group are potential dropouts,

as compared to 22.7 percent for.the Negroes. As for those with actual
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expectations of an armed forces career, 13.2 percent of the Negro boys

and 21.1 percent of the white boys have definite college plans, while

20.4 percent of the Negroes and 27,8 percent of the whites have a fair

likelihood of not even finishing high school. Apparently, the inter-

mediate level of education -- high schod graduation and no more -- is

much more likely to be the goal of Negroes inclined towards work in

the armed forces than it is for whites.

While the absolute. percentages may change, the same general

pattern of relationship between occupational and educational plans that

we have seen for boys emerges for girls in the sample as well. The

highest likelihood of being a college planner occurs for those with pro-

fessional or other high white-collar ambitions or expectations. This

is true for both races, although white girls with these occupational

goals are about twice as likely as their Negro counterparts to have

definite college plans; the proportions are about two-thirds versus one-

third, respectively. On the other hand, only five percent of the white

girls seem to have high dropout potential, as compared to 12.0 and 8.7

percent of the Negro high-status job aspirants and planners.

Those hearing the call to glamour occupations display the next

greatest likelihood of being college planners, although this group also

has a fairly high percentage of potential dropouts, at least among

Negro girls. A similar phenomenon had been noted and commented upon

earlier in discussing the boys.

In some contrast, lower white-collar job aspirations und plans

tend to be somewhat less associated-with high academic ambitions than

was the case for boys. Among males, holders of the lower white-collar
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occupational goal stood alongside those desiring or expecting to embark

on a glamourous career, just behind those with upper white-collar

goals, in average level of educational plans. But for girls desiring

lower white-collar jobs, just over ten percent of those in each race

have definite college plans and a slightly higher percentage are con-

sidered likely 'to drop out of high school. those actually expecting

this type of work, about ten percent in each race remain potential drop-

outs, with15.6 percent of the Negroes and 24.2 percent of the whites

now planning to go to college. Especially for whites, the extent of

college planning is much less for those aiming towards the lower white-

collar jobs than it is for those headed (or wishing to head) towards

glamour careers.

Relevant to the sex comparison is the much greater likelihood

for girls to have lower white- collar ambitions. The clerical and sales

jobs compvising.this occupational category do, in fact, attract a

higher proportion of female than male workers.6 Indeed, it would seem

that males going into this line of work will be a more select group

and will tend to find places towards the upper echelon of the lower

white-collar category -- as highly paid or head salesmen, chief clerks,

etc. Such positions would probably tend to require higher levels of

educational attainment than would be needed by most women in clerical

and sales work. This makes more understandable the greater academic

ambition of males, as compared to females, who seek or expect to enter

lower white-collar jobs.

VIALDNINVIININDANSAINI11

6
United States Census figures for 1961 show 13.8 percent of the

men in clerical and sales occupations, as compared to 37.5 percent of the
women.
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As was the case for boys, the girls with blue-collar or armed

forces desires or expectations tend to rank lowest in level of academic

plans. Among Negro females, well below ten percent of those wanting

such jobs seriously ekpect to go to college, and at least 25 percent

are potential dropouts -- the percentage is 36.9 for those with

semi- skilled or manual labor aspirations. For white girls also, less

than ten percent with blue-collar aspirations have college plans, and

30 percent or more are possible dropouts. The few who would like a

military career -- this choice is much more popular among Negro girls

than it is among white girls -- count 15.4 percent with college plans,

but again have over 30 percent tho-Imsty drop out.

When we turn to expscted jobs, still less than ten percent of the

Negro girls with blue-collar plans seem likely to be college bound.

Slightly over ten percent of the military careerists have definite

college plans. Potential dropouts are found among 28.3 percent of

those expecting to end up in lower blue-collar work and among just under

20 percent of those with skilled labor or d service job expectations.

For the white girls, serious college planning exists for only 5.4

percent of the few (N=37) who expect to have lower blue-collar work,

for 12.7 percent of those who have skilled labor expectations, and for

17.4 percent of those expecting to have a military career. Dropping

out.seems a distinct possibility for 35.1 percent of those with lower

blue-collar expectations, for 28.3 percent of the armed-forces bound,

and for 18.0 percent of those foreseeing skilled or tactile&

service vueic for themselves.
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The housewife job category is an interesting one with which to

close this discussion of occupational and educational planning among

high school girls. First of all, this is work that is very seldom the

first choice of either white or Negro girls in the sample. The few

who do so choose are generally a sorry lot, from the standpoint of edu-

cational ambitions. Seven of the 11-Negro girls in this group (with

iendable answers on educational plans) are potential dropouts, as are 12

of the 27 white girls. None of the Negroes is a definite college plan- .,-

ner; only five of the whites are.
-,31. .

But housewifery is a fairly common expected career for girls of

,J24both races;7 and whites, at least, with this expectation are fairly 77n

adbitious in their educational plans. Almost one-quarter of the white

girls expect to end up purely as housewives, even though only about one

percent want this as their primary career. Of the girls expecting this

vocation, 27.3 percent have definite plans to attend college. This is

a higher percentage than is found for white girls with lower white-collar

job expectations. But the percentage of potential dropouts among white

girls with housewifing expectations is also relatively high -- 23.2

percent -- over double the rate for those expecting to have lower white-

collar jobs and also higher than the rate for those with skilled labor

expectations. Obviously, an expected housewife career, like farming

for white boys, has a range of meanings to white girls. It is seen as

a likely fate for large nurbers of both college*bound mod. dropout -prrue

7
Included in the "housewife" category are a small, but unknown

number of responses where the student wrote about heading her own
household, without specifically saying that she would be married.

r-4
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youngsters. Unlike most career categories, it does not seem to call

for or to rule out the inclusion of persons from any particular level

of educational attainment.

This is not so true for Negro girls, who, as with their male

counterparts and farming, indicate that the housewife role is seen as

much more compatible with low educational attainment thaii with high

attainment. Thus, 26.2 percent of the Negroes who expect to be house-

wives are high on dropout potential, as opposed to only 14.2 percent

who are planning to go to college. Apparently, those Negro girls re-

signed to a future as a housewife are also resigned to a low level of

education, either through choice or despair. Being a plain homemaker

is more the mark of non-success, then, for Negro girls than it is for

white girls. We had noted before that Negro girls show tendencies to-

ward maintaining the relatively dominant position of females within

the Negro subcommunity. The greater disdain for being "just a house-

wife" among the more educational/ambitious Negro girls, as compared

to similar white girls, is further evidence of this aim for a higher
ESL

place in the rcle structure for the former. The somewhat higher pro-
.

portion of Negro girls, as compared to Negro males, aiming for high

white-collar jobs further attests to this -- especially in the light of

the reverse finding among whites.

Application of "Talent" Controls

Before entering a fuller discussion LI the meaning of the patterns

of relationship between occupational and educational plans, we need to

look briefly once again at the operation of certain scholastic measures
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that have become standard control variables in this survey. In evaluating

how realistic is job planning among our respondents, it would be help-

ful to know whether the better students -- in ability, commitments, and

performance -- show a different pattern from that of the poorer students.

All three of our talent variables show a consistent and fairly

strong relationship with occupational plans. (See marginal frequencies

in Tables IX -4,5, and 6.) For the limited number of students for whom

we have ability scores, half of the boys with professional and higher

white-collar expectations are in the hish ability group, compared with

a third of these with lower white-collar and a fifth of those with

skilled and semi-skilled job plans. These figures-are almost identical

for Negro and white males, suggesting similar validity of plans as far

as the ability variable in itself is concerned. Very similar figures

can be observed far the percentage of boys with high grades in school.

There is, however, an interesting difference in the relationship be-

tween occupational plans and the degree of academic commitment. Half

of the Negro boys with professional and high white-collar plans have

high academic commitment, compared with only a fourth of the white

boys. At the other extreme of plans, still a third of the Negro boys

but less than 10 percent of the white boys expecting to go into skilled

or sea;- skilled jobs have high commitment. This variable, then, shows

a higher relationship with plans for whites than for Negroes, but even

the big majority of white males who are quite ambitious occupationally

are relatively low in their commitment to the high school academic

process.
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Let us now examine the joint effect of occupational plans and

these "talent" variables on educational plans* using expected rather

than preferred occipation. It is immediately apparent, from Tables

1 x.4, 5, and 6, that high occupational goals are most effectively re-

lated to high educational plans for those students who are highest in

ability, have the most commitment 'to school work, and make the highest

grades. This group has the highest rate of planning for college, reach-

ing over 80 percent for white males, and the lowest proportion well

under 10 percent -- in the potential dropout group. We should note

particularly that well over half of the Negro males in this high-goals

high - talent group plan on going to college.

At the other extreme, among students with relatively low job

expectations, we find relatively few planning to go to college and a

very high proportion who may drop out of high school among those who

are low in ability, and even more so among those who are low on commit-

ment and grades.

tudents who are high either on one of the talent measures or

on occupational plans, but low on the other, are intermediate between

the two extremes. Among students who plan on careers in the professions

or other higher status jobs, but who are low on the talent measures,

we find a higher percent planning to go on to college than for students

high on talent but planning for a skilled job. Using these extremes,

then, it may be said that there is some evidence in the data that job

plans may be a little more important for future educational planning

than is ability, degree of commitment, or grades in school. It .is signi-

ficant, in this respect, that the differences between these opposing
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corners of the distribution are much greater for commitment and grades

than for ability, suggesting once more that students may not see the

high school educational process either as important in itself, or as

definitive in affecting their later careers. The same kind of compari-

sons made for the percentage of students classified as potential drop-

outs does not show any consistent difference in the relative effect of

these two kinds of variables.

The comparisons just made should not obscure the fact that educa-

tional plans, both high and low, are related strongly to occupational

plans within each talent level, and to talent .mithin each plans level,

with neither kind of variable canceling out the effect of the other.

A few additional points can be specifically made about the data

in these three tables. Among male students of both racial groups, the

proportion with low educational plans remains fairly high for those with

high ability, compared with that for students with low ability; but

the drop in percentage with low plans is much greater when we move from

low to high commitment or low to high grades. In other words, commit-

ment and grades reflect past and present effort and affect the plans

for completing high school more than does ability for students with

lower job expectations. Another coiparison can be made for students

with low academic commitment; the effect of job plans on the probability

of dropping out is much greater for whites than for Negroes. The low

commitment Negroes planning for high level jobs have only about a third

less dropout potential than those expecting a skiliitd job, while the

difference is considerably greater for white students.

f1 v_ "
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Possibly most significant is the observation that the percentage

planning to-go to college is depressed proportionately more for

Negroes than for white students by a decrease in either talent or in

level of.future job expectations. A relatively high proportion of the

white students still expect to go to college if lacking one or the other

of these kinds of influence, but the Negro student needs both if he is

to begin to approximate the likelihood of having high goals that is

found for comparable white students. As we have pointed out before,

this is another instance of the apparent: conclusion that one reason for

the difference in white and Negro college expectatLons, for all variables

we baw° .? examined, is that the Negro student has to have a larger number

of ,.actors in his favor in order to have the same level of educational

expectations. The "favorable" factors may be more intercorrelated for

white students and consequently better indexed by separate variables

we have considered, so that analysis by only one or two independent

variables does not tap the "causal set" of variables as well for

Negroes as for whites, leaving us with unexplained racial difference

throughout.

Instead of high occupational plans being associated with high

educational plans most strongly in the case of high-ability or high-

performance students, we find that occupational plans may make more of

a difference in educational planning for those relatively low on

scholastic ability or beevvior measures. Perhaps the safest conclusion,

in all this, is that the two variables of occupational plans and ability

(or performance) are really more additive than multiplicative in their

effects on planning for future education. Thus, students showing
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relatiyely little promise on scholastic measures but having relatively

high job expectations are at least intermediate in educational ambitions,

just as are those with low job expectations but relatively high standing

on the scholastic variables. Either factor can serve to elevate educa-

tional horizons; favorable position on both factors tends to maximize

the level of educational plans; unfavorable position on both tends to

minimize these plans..

Summary and Discussion

Now to examine .some of the implications of our findings about

the relationship between occupational and educational plans. We have

found that there is, indeed, a more or less direct relationship between

these variables; the higher the occupational goals, the higher the level

of anticipated educational attainment. Moreover, we have noted that

occupational expectations have some independent effect (or at least

independent predictive power) beyond that contributed by scholastic

performance and ability measures. It would seem, then, that there is a

good chance that occupational pans do influence educational plans for

a sizable number of students, although the influence may well often be

in conjunction with the influence of other variables.

But the relationship between the two kinds of planning is certainly

not complete. With di3turbing frequency, we find apparently inappropriate

combinations of occupational and educational plans, Either respondents

have job plans that cannot be realized with the education-they expect

to get, or they have job plans which will not fully utilize their ex-

pected education. Table IX-7 gives a rough indication of the frequencies

r7.
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of some kinds of inconsistencies. It deals with only the most obvious

cases: (1) the percentage of all respondents (with classifiable answers)

who anticipate holding jobs requiring a college education (i.e., pro-

fessional jobs) but who are not seriously planning to go to college right

after-high school; (2) the percentage with similar job expectations who

are not planning ever to go beyond high school in education; and (3) the

percentage who expect to have blue-collar jobs but who are planning to

enter college after high school graduation. (Possibly the latter should

be termed "incongruent" rather than "inconsistent".)

First, we see that among those with classifiable responses on

job and educational plans, 12.1 percent of the Negro boys and almost one-

quarter of the Negro girls are not expecting to proceed to college after

high school, despite having professional job expectations. Among whites,

the percentages are smaller -- 5.9 and 9.9 for boys and girls, respect-

ively but they still point to sizable groups whose post-high-school

-education plans are not instrumental for reaching their job goals.

Aside from the possibility of response unreliability, there are

two possible ways in which the apparent inconsistency could be satis-

factorily explained. perhaps-educational plans call only for a delay

in entering college. Or perhaps some schooling other than college

could prepare the respondent for his expected job. The latter seems

particularly applicable to the large number of girls expecting to be-

come nurses.

The second row of percentages in Table IX-7 takes these possible

explanationc into account by looking only at those who have professional

.job expectations and no post - high - school educational plans. We still ,

-

4;!,:-.1;
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find a number of respondents, especially among Negroes, who are not

making the educational plans needed to enter the jobs they expect to

have. (One must remember that these percentages, while all below

'7.0, are based on the total number of classifiable respondents of a

given race and sex and not on just those with particular job expecta-

tions.)

rti

Thus, there apparently is a hard core of students who are

apparently headed for a rude awakening when they find that they have

not prepared themselves educationally for the work they are planning

to do, if, in fact, they really beim such plans. We shoitld not exag-

gerate their number -- they are not a major segment of those with re-

latively low educational expectations; and it is the raised aspiration

level of a nuch large proportion of the latter which is the more impor-

tant goal of this study. But they do constitute a group with obvious

need for school counseling to avoid that "rude awakening." In addi-

tion, they are the most promising candidates for any general program

designed to elevate students' educational planning; their occupational

goals would seem to incline them toward receptivity to such a program.

The other group of "incansistents" dealt with in Table IX-7

might seem to be less of a problem to educators and social planners.

They are generally fewer than even those in row two of the table -- with

the exception.of white males. And they are at least not heading toward

the frustration which might come from lacking the crucial means

(proper education) to an important life goal (one's occupation).

These are the students who say they expect to enter blue-collar jobs,
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but at the same time they are seriously planning to go to a regular

college or junior college right after high school.

Again, there are two possible explanations for this combination

of responses that make it more reasonable. First, for some-students,

.college is not seen an an instrumentality for job.preparation. This

might apply, for example, to large numbers of girls (not covered in

Table IX-7) with expectations of being a housewife. "Education for

its own sake,-not for what it can get you," might be their position.
8

Second, it is possible that some respondents have given as their

" expected job" what they-would take as a last resort, rather than what

they really expect to do. The particUlar combination of questions'that

went into measuring "expected job" could, perhaps, be interpreted this

way, though we doubt that this is true very frequently. But some of

the cases in row three of Table IX-7. may be due to nothing more than

measurement artifact.

On the other hand, many others not included in the table are

likely to beadditional examples of students who are planning to get

more education than their expected jobs require. One might contemplate,

-then, about the wisdom of accepting such a group as being .of little

concern to those dedicated-to the betterment of society. The students

who seem to be planning to "overeducate" themselves-are promising, in

a real sense, to waste an important societal resource.

8
We, of course, cannot ignore the fact that college is instru-

mental to mate-catching. Obviously, many girls with the "housewife"

goal do not go to college just for the sake of education.
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The main area of expanding job opportunity is among those jobs

requiring high levels of education. It is an important policy question

whether we should do more to encourage students with higher levels of

education (or of educational plans) to make full use of their training

in their occupation, and those lower-status jobs, for mhich there

is an overabundance of potential =cupants, to those who are not educa-

tionally qualified (or who donft intend to qualify themselves educational-

ly) for anything higher. Counseling might, therefore, also be of great

importance to those whose numbers are only crudely indicated in row

three of Table

What is being suggested, then, is that if either, but not both,-

educational and occupational plans are directed towards a relatively

high level of achievement, school personnel might be alert to the possi-

bility of bringing the lower aspiration into accordance with the higher

one. In this way, perhaps as many as 10 percent of today's students

may end up more suited for the increasing opportunities for more highly

skilled, higher status positions in the occupational role structure of

our society.

Our discussion of the congruence and incongruence of educational

and occupational plans among high school'students closes with the ob-

servation-that these two areas of planning, as.the basic focus of school

counseling, can often be employed by skillful advisord to maximize the

aspirations of students -- with the end result of a fuller utilization

by society of its manpower resources.



=
1

"
,*

.*
*

a
l

a
s

O
.

,

11
1X

'4
i
1 to

i

r;
11

):
',)

1 
44

,
A

S
to

W
..1

.t"
h1

) U
N

,*
 l 

)a
l4

4t
a.

.'

T
A
B
L
E
 
I
X
-
 
1

P
e
r
c
e
n
t
a
g
e
 
D
i
s
t
r
i
b
u
t
i
o
n
i
'
o
f

T
y
p
e
s
 
o
f
 
D
e
s
i
r
e
d
 
J
o
b
s

a
n
d
 
R
e
a
l
i
s
t
i
c
 
J
o
b
 
A
s
p
i
r
a
t
i
o
n
s
,
 
b
y

R
a
c
e
 
a
n
d
 
S
e
x

N
i
k
e
 
o
f
 
J
o
b

P
r
o
f
e
s
s
i
o
n
a
l
,

e
n
t
r
e
p
r
e
n
e
u
r
i
a
l
,

-
a
r
a
m
a
n
a
g
e
r
i
a
l

.*
"-

'
M

ST
 .=

=

;
;;,

,,
t'.

41
4;

t&
I

41
01

11
10

11
11

01
11

11
01

11
00

11
11

11
II

M
M

IO
N

IO
W

IN
IS

SO
O

IS
SI

II
IN

SI
N

IO
N

O
N

O
N

N
O

O
SI

M
M

O
O

N
N

Y

R
a
c
e
 
a
n
d
 
S
e
x

N
e
g
r
o
 
H
a
l
e
s

a
i
r
o
j
e
m
a
l
e
s

W
h
i
t
e
 
M
a
l
e
s

W
h
i
t
e
 
F
e
m
a
l
e
s

D
e
s
i
r
e
d

E
x
p
e
c
t
e
d

D
e
s
i
r
e
d

E
l
p
e
c
t
e
d

D
e
s
i
r
e
d

E
x
p
e
c
t
e
d

D
e
s
i
r
e
d

E
x
p
e
c
t
e
d

J
o
b

J
o
b

J
o
b

J
o
b

'
J
o
b

J
o
b

J
o
b
:
.
"

J
o
b

G
l
a
m
o
u
r

L
o
w
e
r
 
:
w
h
i
t
e
 
c
o
l
l
a
r

s
k
i
l
l
e
d
 
s
e
r
v
i
c
e

Se
m

is
ki

lle
d

o
r
 
m
a
n
u
a
l

.
A
r
m
e
d
.
.
F
o
r
c
e
s

F
a
r
m
i
n
g
-

.

H
o
u
s
e
w
i
f
e

'
T
o
t
a
l
 
c
l
a
s
s
i
f
i
a
b
l
e

r
e
s
p
o
n
s
e
s

3
6
.
2

1
3
.
8

5
.
2
'

2
7
.
3

4
9
.
0

9
.
8

4
.
6

4
.
4

2
9
.
3

3
6
.
5

3
.
0

2
0
.
9

3
.
3

2
5
.
7

1
0
.
1

9
.
1

3
.
7

8
.
1

3
.
3

1
0
.
2

2
0
.
6

3
.
4

0
.
6

4
.
1

0
.
0

.
.

.
.
.

0
.
3

1
2
.
7
.

4
.
0

0
.
8

1
3
.
0
,

3
2
9
1
.

3
3
8
7

4
5
7
7

4
7
5
2

N
o
n
-
r
e
s
p
o
n
s
e

o
r

u
n
c
l
a
s
s
i
.
f
i
a
b
l
e
_
r
e
s
p
o
n
s
e
s
_
P
6
0
.
.
.
.
_
.
.

'1
' "

1,
1`

f.
"*

.tr
If

el
t

' .
."

41
1n

f
.4

'1
4

tA
tk

 ,

4
6
.
7

7
.
2

8
.
6

2
0
.
3

2
.
3

8
.
0

6
.
8

2
3
5
2

1
0
0
9

83
4_

4
4
5

)
.

4
4
,

it
=

1,
11

.a
rS

IO
N

D
O

IO
N

SI
SO

N
O

O
N

N
IS

O
M

M
IN

IS
II

IM
O

SS
IY

PO
N

IO
N

IM
M

IN
IS

O
IO

N
N

IM
M

IN
V

IN
IO

SI
SI

SO
S

3
6
.
1

3
.
2

1
0
.
2

1
6
,
7

5
.
2

1
4
.
9

1
1
.
7

2
1
7
4

4
6
.
1

5
.
7

3
5
,
6

9
.
3

0
.
5

1
.
6

0
.
1

1
.
2

3
1
.
3

2
.
7

3
3
.
1

6
.
5

1
.
5

1
.
9

0
.
4

2
2
.
7

2
5
7
8

2
4
8
3

6
2
3

2
1
2

3
0
7

E
al

Fr
c'

M
r.

si
U

n
V

 1
,

.1
1

Sh
lti

f
M
U
M
=

0



-.
--

--
.-

--
--

,,,
,,,

,..
rk

w
w

w
w

w
ri

m
m

ol
om

m
ito

m
m

ix
to

m
m

ui
m

m
itw

an
em

er
tm

am
at

ar
sv

ag
em

ia
rt

iM
at

ig
gR

O
M

M
IN

U
M

M
II

IN
W

R
IN

IP S"

gt
g

T
a
b
l
e
 
7
X
 
-
2

I

E
d
u
c
a
t
i
o
n
a
l
 
P
l
a
n
s
 
a
n
d
 
D
e
s
i
r
e
d
 
J
o
b
,
 
B
y
 
R
a
c
e
 
a
n
d
 
S
e
x

S
c
o
r
e
 
o
n
 
E
d
u
c
a
t
i
o
n
a
l
 
P
l
a
n
s
 
i
n
d
e
x

N
e
g
r
o
 
M
a
l
e
s

"
N
e
w
/
F
e
m
a
l
e
s

W
h
i
t
e
 
M
a
l
e
s

W
h
i
t
e
 
F
e
m
a
l
e
s

D
e
s
i
r
e
d
 
J
o
b

P
e
r
c
e
n
t

i
P
e
r
c
e
n
t

1

.
.
.
.
.
.
.
.
. ;

P
e
r
c
e
n
t

P
e
r
c
e
n
t

i
N

1
-
2

6
-
7

N
.

1
-
2

6
-
7

N
1
-
2

6
-
7
.

;
N

1
-
2

6
-
7

P
r
o
f
e
s
s
i
o
n
a
l
,
 
e
n
t
r
e
p
r
e
-
 
I

n
e
u
r
i
a
l
,
 
o
r
 
m
a
n
a
g
e
r
i
a
l

1
 
1
2
6

1
1
.
2

4
4
 
.
7

2
1
4
2

1
1
2
.
0
 
:
3
2
.
7

t

.

1
0
4
5

:

6
.
1
 
'
7
1
.
4

1
1
3
8

,
5
.
9
 
;
6
3
.
0
'

G
l
a
m
o
u
r

4
2
2

1
8
.
7
 
$
2
7
.
0

;

1
9
3

2
2
.
8

2
1
.
2

1
6
4

1
1
.
6

4
7
.
6
.

1
3
4

1
6
.
4

i

4
0
.
3

L
o
w
e
r
 
w
h
i
t
e
 
c
o
l
l
a
r
.

1
5
9

1
5
.
1

2
1
.
4

1
2
9
2

1
2
.
5

1
1
.
9

1
8
6

1
4
.
5

3
7
.
1

8
6
8

2
3
.
9

1
1
.
6

S
k
i
l
l
e
d
 
o
r
 
s
k
i
l
l
e
d

s
e
r
v
i
c
e

9
4
4

2
5
.
0

8
.
9

4
4
0

2
5
.
0

8
.
4

4
4
5

3
0
.
3

1
1
.
0

2
2
1

2
9
.
4

6
.
3

a
r
m
e
d
 
F
o
r
c
e
s

3
2
1

2
2
.
7

6
.
2

1
4
7

2
5
.
2

5
.
4

1
8
0

3
1
.
1

2
0
.
6

3
9

3
3
.
3

1
5
.
4

S
e
m
i
-
s
k
i
l
l
e
d
 
o
r
 
m
a
n
u
a
l

1
1
3

3
0
.
1

7
.
1

1
4
1

3
6
.
9

6
.
4

5
1

4
9
.
0

3
.
9

1
3

5
3
.
9

0
.
0

F
a
r
m
e
r
/
h
o
u
s
e
w
i
f
e
*

1
9

,

3
1
.
6

2
1
.
1

1
1

6
3
.
6

0
.
0

2
5
.
2

3
4
.
9

2
7

4
4
.
4

1
8
.
5

*
 
F
i
g
u
r
e
s
 
i
n
 
t
h
i
s
 
r
o
w
 
r
e
f
e
r

t
o
 
"
F
a
r
m
e
r
"
 
f
o
r
 
m
a
l
e
s
 
a
n
d
 
"
h
o
u
s
e
w
i
f
e
"
 
f
o
r
 
f
e
m
a
l
e
s
.

:
m
p
r
,

T
v

A
4

iV
T
f
f

tg
r)

16
15

",
w

vi
r

Y
;4

40
.,

:
n: 

".
1!

!4

4'
.



l'o
l.

.4
11

rA
M

I

E
x
p
e
c
t
e
d
 
J
o
b

I"
;

a
t

A
Y

00
.4

.4

T
a
b
l
e
 
I
X
 
-
3

E
d
u
c
a
t
i
o
n
a
l
 
P
l
a
n
s
 
a
n
d
 
E
x
p
e
c
t
e
d
 
J
o
b
,
 
B
y
 
R
a
c
e
 
a
n
d
 
S
e
x

S
c
o
r
e
s
 
o
n
 
E
d
u
c
a
t
i
o
n
a
l
 
P
l
a
n
s
 
I
n
d
e
x

N
e
t
z
r
o
 
M
a
l
e
s

N
e
g
r
o
 
F
e
m
a
l
e
s

N
P
e
r
c
e
n
t

1
-
2

6
-
7

P
r
o
f
e
s
s
i
o
n
s
1
,
.
e
n
t
r
e
p
r
e
-

I

.
n
e
u
r
i
a
l
,
 
o
r
 
m
a
n
a
g
e
r
i
a
l

8
7
4

1
0
.
4
 
;
5
0
.
1

P
e
r
c
e
n
t

1
-
2

6
-
7

G
l
a
m
o
u
r

3
1
0

1
9
.
4
i
2
6
.
8

L
o
w
e
r
 
w
h
i
t
e
 
c
o
l
l
a
r

f
1
3
6

1
3
.
2

2
4
.
3

W
hi

te

N
P
e
r
c
e
n
t

1
.
2

6
-
7

4
5
:
6
-

S
k
i
l
l
e
d
 
o
r
 
s
k
i
l
l
e
d

8
1
6

2
2
.
9

1
1
.
2

s
e
r
v
i
c
e

4
0
7

I
 
1
9
.
2

9
.
6

f
i
r
m
e
d
 
F
o
r
c
e
s

6
6
8

2
0
.
4
 
(
1
3
.
2

1
-

S
e
i
l
i
-
s
k
i
l
l
e
d

o
r
 
m
a
n
u
a
l

F
o
r
m
e
r
/
h
o
u
s
e
w
i
f
e
*

2
5
7

2
6
.
1

1
3
0

3
0
.
0

1
5
0

1
8
 
0

1
2
.
7

3
1
3

2
7
.
8

1
2
.
5

5
7
9

.
2
8
.
3

9
.
0

1
0
9

4
5
.
0

1
8
.
3

2
2
.
9
 
'
3
2
.
7

2
3
.
2

2
7
.
3
 
i
s

*
 
F
i
g
u
r
e
s
 
i
n
 
t
h
i
s

r
o
w
 
r
e
f
e
r
 
t
o
 
"
f
a
r
m
e
r
"
 
f
o
r
 
m
a
l
e
s
 
a
n
d
 
"
h
o
u
s
e
w
i
f
e
"
 
f
o
r
 
f
e
m
a
l
e
s
.

.
.
.
.
o
t
t
;

,
ic

c,
cr

iz
za

k

4,

W
ir

nt
IO

R
IC

A
T

fr
aT

P,
71

,7
77

7.
M

m
ar

m
T

hr
,il

lv
dr

nm
r-

-s
si

w
rz

za
te

,',
:



O
k .

t
.

.o
'

's
r

T
A
B
L
E
 
I
X
-
4

E
d
u
c
a
t
i
o
n
a
l
 
P
l
a
n
s
 
a
n
d
 
E
x
p
e
c
t
s
'
 
J
o
b
 
0
:
n
4
.
.
1
:
3
7
.
1
1
r
:
3

f
o
r
 
S
c
h
o
l
a
s
t
i
c
 
A
b
i
l
i
t
y
 
L
e
v
e
l

11
11

11
11

46
46

1

N
e
g
r
o
 
F
e
m
a
l
e
s

A
M

M
10

. S
W

IM
:
 
L
O
W

I

'
S
e
l
o
'
.
 
A
b
i
l
i
t
y

'

M
e
d
i
u
m

!
f
l
a
g
s

S
c
h
o
l
.
 
A
b
i
l
i
t
y

'
S
c
h
o
l
.
 
A
b
i
l
i
t
y

. RI
W

O
M

IN
V

IIM
IN

M
IIM

IN
IIM

M

f
L
o
w

;

S
c
h
o
l
.
 
A
b
i
l
i
t
y

M
O
M
.

S
c
h
o
l
.
 
A
b
i
l
i
t
y

N
E
d
u
c
.
 
P
l
a
n
s

t

I
s
i

6
-
7

I

,
=

'
S
C
h
:
l
.

A
b
i
l
f
.
t
y
l

N
 
E
d
u
c
.
M
a
t
t
.

E
x
p
e
c
t
e
d
 
A
*

.
.
.
.
.
.
.
.
.
.
.
.
.
.
.
,

1
/
!
d
u
o
.
 
P
l
a
n
s
 
%

N
 
E
d
u
c
.
 
P
l
a
n
s
 
%

I
 
B
E
d
u
c
.
 
P
l
a
n
s
 
I
L
i

N
 
E
d
u
n
.
 
P
l
a
t
t
e
 
%

1
-
2

'
6
-
7

1
.
2

6
-
7

I
1
.
2

6
4
 
i

1
-
2

6
4

1
-
2

1
-
2

6
-
7

P
r
o
f
e
s
s
i
o
n
a
l
 
a
n
d

I

-
;
o
t
h
e
r
 
h
i
g
h
 
v
i
i
h
i
t
e

,

c
o
l
l
a
r

1
5
0

1
8
.
0

0
.
0

2
6
.
0

0
.
0

7
3

1
9

9
.
6

5
.
3

4
7
.
9

1
0
.
5

I

1
2
5

1
5

.
.

6
.
4

5
8
.
4

.
A
.
.
.
.
.
4
.
.
.
/
A
V
A
I
N
O

1
3
.
3
'

2
6
.
7
1. 1
1
2
1

41
1

.
9
4

6
.
6

2
1
.
5

1
4
5

4
.
8

3
2
.
4

1
7
1

.

7
.
6

5
0
.
3

l
A
i
s
m
w
 
A
l
t
a
 
t
o
l
l
s

'
1
0

1
3
.
8

'
1
3
.
8

1
3
1

9
.
2

1
1
.
5

1
0
5

8
.
6

2
4
4

,
G
l
a
m
o
U
r

'
2
6

1
9
.
2

1
9
.
2

3
8

1
8
.
4

.
2
1
.
1

3
2

1
2
.
5

2
8
.
2
!
!

1
3

2
3
.
1

1
5
.
4

1
1

9
.
1

0
.
0

1
2

2
5
.
0

1
6
.
7
i

.
S
k
i
l
l
e
d

-
o
r

s
k
i
l
l
e
d
 
s
e
r
v
i
c
e

t
9
6

I
"
' 5
6

2
8
.
1

2
8
.
6

5
.
2

7
.
1

8
0

7
4

1
8
.
8

2
9
.
7

8
.
3

6
.
8

6
0

6
8

2
8
.
0

2
0
.
0

1
3
.
2

1
7
.
6

*

4
4

1
5

2
5
.
0

2
0
.
0

2
.
3

2
6
0
.
1

4
8

2
2

1
6
.
7

4
8
.
2
.

1
0
.
4

2
6

1
4

7
.
7

2
6
.
9
;

.
.
.
.
.
.
.
.
.
.
.
.
.
.
.
1

1
4
.
3

3
5
.
7
1

A
r
m
e
d
 
f
o
r
c
e
s

4
.
5

S
e
m
i
-
s
k
i
l
l
e
d

o
r
 
m
a
n
u
a
l

2
7

4
4
.
4

3
.
7

3
8

1
4
'
.

2
8
.
9

2
8
.
6

5
.
3

2
1

2
1
.
4
 
1

1
2

2
3
.
8

1
4
.
3
1

1
6
.
7

8
.
3
1

.

8
6

7
1

3
4
.
5 O
W

N
!

4
5
.
1

I
'

3
.
6

2
.
8

i

7 5
5

2
3
.
9

2
9
.
1

6
.
0

1
.
8

4
3

4
2

1
8
.
6

9
.
3
1

O
W

M
.H

1
4
.
3

2
3
.
8
1 J

F
a
P
a
l
a
g
n
i
o
u
s
o
m
d
i
e

2
0

4
5
.
0

0
.
0

f&
T

ef
,"

rs
yr

ft
,,C

.,
vr

A
r,

In
ow

z,
lw

r,
(7

,0
14

tV
7.

1'
0N

41
'7

,,n
v:

`,
0P

1,
7N

ta
ir

ie
ra

llt



qu
iro

or
t.

Pr
of

es
si

on
al

 a
nd

ot
he

r 
hi

gh
 w

hi
ts

i
10

6
11

.3
c
o
l
l
a
r

v
.

T
A

B
L

E
 I

X
-4

 (
co

tit
in

ue
d)

".
4

W
hi

te
 M

al
es

W
hi

te
 F

em
al

es
=

1
04

1 
M

I 
10

. ~
11

0
11

1N
V

I1
11

56
.6

14
9

4.
7

73
.8

.
25

9
0.

0
87

.3
, 1

02
2.

9
51

.0
' 1

72
2.

9
62

.2
1 

26
5

2.
3

... 80
.8

 t
-.

I

L
am

er
-

co
lla

r
42

11
.9

.
33

.3
:

57
14

.0
54

,4
54

1.
9

63
.0

: 2
08

9.
6

13
95

17
9

10
.1

 =
20

.7
1 

12
3

6.
5

47
.2

...
.,.

G
la

m
ou

r
23

 3
0.

4
34

.8
'

'2
6

3.
9

57
.7

.
21

0.
0

71
.4

16
18

.8
37

.5
:

,..
...

...
...

...
...

..v
oe

lm
ow

n
12

25
.0

 -
,

25
.0

i
7

(0
.0

) 
(8

5.
7)

;1
Sk

ill
ed

- 
or

sk
ill

eU
se

rv
ic

e 
.1

98
29

,6
18

.4
;

68
23

.5
23

.5
d'

if

...
...

...
..+

,..
...

...
...

...
...

..!
-

i
45

15
.6

42
.2

 1
,1

' 4
6 

23
.9

8.
7:

25
--

 2
4.

0
4.

0.
'1

7
0.

0
35

'.1
:

A
rm

ed
-t

or
te

"
-

i!

1
74

 4
0.

5
6.

8
84

25
.0

21
.4

56
8.

9
53

.6
...

.r
...

...
...

1
21

38
.1

9.
5

11
9.

1 
:

18
.2

.

5 
(2

0.
0)

 (
60

.0
):

M
an

ua
l o

r
18

61
.1

11
.1

I
70

35
.0

30
.0

16
25

.0
43

.8
,1

'7
 (

28
.6

)
(0

.0
1

11
;

36
.4

-
0.

0
5 

(4
0.

0)
 (

gl
om

Pa
ra

dm
eg

ill
ou

se
sd

fe
55

36
.4

16
.4

 ;
39

20
.5

28
.2

.
38

15
.8

50
.0

31
 1

38
26

.8
8.

7.
 1

31
26

.0
34

.4
! 

10
2

9.
8

49
.0

'

41
''r

,',
W

71
4P

v1
10

:d
T

C
7

IP
14

(
;
s
2
7
:
7
"
w
l

ta
7a

tti
z.

or
t.m

.



-o
--

...
.o

-F
-N

...
.w

yw
ia

ao
W

m
T

w
A

W
N

W
t."

*"
.1

W
1

,.
or

 o
o 

v.
rn

r
N

N
oo

^T
ov

r
tf 

' r
IN

.
IM

O
R

M
IO

N
N

O
V

IIM
O

R
M

O
S

M
IN

IM
Ir

l

.
E
x
p
e
c
t
e
d
 
J
o
b

11
1

$

-r
;,;

,;
yr

'

v7
g

so

T
A
B
L
E
 
U
.
S

E
d
u
c
a
t
i
o
n
a
l
 
P
l
a
n
s
 
a
n
d
 
E
x
p
e
c
t
e
d
 
J
o
b
,
 
C
o
n
t
r
o
l
l
i
n
g

f
o
r
 
A
c
a
d
e
m
i
c
 
C
o
m
m
i
t
m
e
n
t

N
e
g
r
o
 
M
a
l
e
s

p
L

og
A
c
a
d
e
m
i
c

M
e
d
i
u
m
 
A
c
a
d
e
m
i
c

C
o
m
m
i
t
m
e
n
t
.
.
.
1
.
.
C
a
m
m
i
t
m
e
n
t

E
d
u
c
.
 
P
l
a
n
s
 
%
I

m
E
d
u
c
.
 
P
l
a
n
s
 
7
.

1
.
2

6
-
7

1
1
.
2

6
-
7

f
t

H
i
g
h
 
A
c
a
d
e
m
i
c

C
o
r
s
a
i
t
m
e
n
t

E
d
u
c
.
 
P
l
a
n
s

1
-
2

6
.
7

vo
/

w
e

am
 o

a 
/=

em
om

m
a 

m
am

m
A

m
m

.

w
w

an
.4

4o
o

N
e
g
r
o
 
F
e
m
a
l
e
s

M
e
d
i
u
m
 
A
c
a
d
e
m
i
c

C
o
m
m
i
t
m
e
n
t

E
d
u
c
,
 
P
l
a
n
s
 
V

1
-
2
.

6
-
7

11
w

a
P
r
o
f
e
s
s
i
o
n
a
l
 
a
n
d
 
1

o
t
h
e
r
 
h

w
h
i
t
e

c
o
l
l
a
r

5
6

2
8
.
6

3
7
.
5

3
8
0

1
0
.
5

4
7
.
1

L
o
w
e
r
 
w
h
i
t
e
 
c
o
l
l
a
r

G
l
a
m
o
u
r

V
II.

O
N

O

S
k
i
l
l
e
d
 
o
r

s
k
i
t
 
l
e
d
 
s
e
r
v
i
c
e

A
r
m
e
d
 
f
o
r
c
e
s

1
9

3
1
.
6

1
5
.
8

7
0

1
1
.
4

2
7
.
1

3
6

3
8
.
9

2
7
.
8

1
5
3

4
2
7

7
.
3

5
5
.
3

5
8

3
2
.
8

2
0
t
,
3

5
8
0

1
1
.
9

3
3
.
4

4
4

4
.
5

2
5
0

3
7
8

1
3
.
5

1
3
.
0

S
e
m
i
-
s
k
i
l
l
e
d

o
r
 
m
a
n
u
a
l

1
3
2

4
2
.
4

1
1
5

2
8
.
3

3
.
0
 
,
4
1
2

8
.
7

3
2
2

1
8
.
6

1
3
.
4

2
1
.
6

2
5
.
5

1
1
6

1
0
.
3

2
9
.
3

2
1
.
4

1
0
.
9

2
5
9

1
4
.
7

1
5
.
8

2
2
3

1
3
.
0

1
5
.
2

6
9

2
6
.
1

1
4
.
5

H
i
g
h
 
A
c
a
d
e
m
i
c

C
o
m
m
i
t
m
e
n
t

N
E
d
u
c
.
 
P
l
a
n
s

1
.
2

6
.
7

1

1
0
0
4

5
.
1

3
7
0

5
1
5

i
.
2

1
8
.
8
!

5
2

1
3
.
5

2
3
.
1

1
6
9
 
-
2
3
,
7

8
.
3

1
8
5

8
.
6

1
2
.
4

1
3
0
9
1

2
3
4

1
4
.
1

1
4
.
5

2
0
6

1
4
.
6

1
8
.
4

6
3

2
0
.
6

1
4
.
3

4
1
 
5
3
.
7

4
.
9

1
4
1

1
9
.
9

1
2
.
1

F
a
r
m
i
n
g
,
t
i
c
u
s
e
w
i
f
e

1
9

5
2
.
6

1
0
.
5

5
5

3
4
.
5

la
I

7
3

2
3
.
3

1
7
.
8

7
5

5
4
.
7

2
.
7

2
6
5

3
2
.
8

6
.
0

1
0
.
9

5
3

1
3
.
2

1
5
.
1
 
1
1

7
6

5
9
.
2

6
.
6

2
9
3
 
2
6
.
3

1
3
.
7

r.
qt

(
1:

3V
4,

41
1*

*M
ir

g1
15

67
.1

:7
,P

01
44

,4
4)

41
.4

.1
44

:4
X

4'
av

io
7a

.,,

11
11

01
11

01



V
.

;,-
.1

11
11

R
FI

FT
V

44
11

.

"
4.

41
st

40
.:.

:+
t

A
T

 if
.1

4%
t4

te
its

...
'

C
JA

:4

re
m

bi
.1

4M
M

U
M

N
R

*A
lit

ta

o!
.

...
tr

.'
,1

`
I

'
4

%

V
A

..
"4

t.t
'1

.tr
at

ri

T
A

B
L

E
 I

X
.5

 c
on

tin
ue

d

hs
.

(' 
7.

,7
"1

,4
.4

1:
, 7

,"
 t

?"
''

f

.i1
11

..`
;

A
.;4

'C
O

, o
l.'

r'"
:4

4 
V

ie
'4

0

M
IN

V
A

Z
IO

N
E

M
#3

19
11

11
01

V
-

'

.
4

\
.0

.

C
et

:'s

Pr
of

es
si

on
al

 a
nd

ot
he

r 
hi

gh
vb

ite

W
hi

te
 M

al
es

14
5

10
.3

L
ow

er
 s

ki
te

 c
ol

la
r

G
la

M
ou

r,
,

11
11

1=
.

52
 W

O

38
21

.1

Sk
ill

ed
 o

r
sk

ill
ed

 s
er

vi
ce

14
6

34
.9

A
rl

ia
ed

 S
er

vi
ce

oe
m

m
O

4.
44

.4
44

...
.

r
as

si
va

l .
t.

04
4,

40
 0

.1
11

14
4.

 4
44

44
01

41
11

44
. 4

44
44

4.

4
13

8 
47

.1

Fa
ra

th
ig

ili
ou

se
ri

fe

57
56

.1
04

11
41

/1
=

0.
11

41
.0

1/
14

10
4

36
.5

tij
A

t, 
Ir

tt'
L

e4

%
;

..
t"

,

63
,4

40
7

15
.0

12
0

31
.6

61

11
.6

15
3

9.
4

14
4

7.
0

47
41

11
,

17
.3

11
1

3.
4

79
.1

19
2

1.
0

82
.3

8.
3

55
.0

34
8.

8
76

.5

4.
9

59
.0

A
m

44
14

14
.0

14
4.

4 
to

w
s

11
11

.1
01

.1
11

11
00

en
 a

ss
O

01
11

.4
01

14
11

11
11

10
M

 N
r

11
0.

0
90

.9

I
.

55
14

.5
45

.5
31

6
3.

5
64

.2
36

8
1.

6
73

,6
12

3
24

.4
15

.4
 1

44
2

7.
7

22
,2

19
6

-4
41

.
33

.2
.

23
:1

46
.2

 i
31

94
7

48
.4

W
hi

te
 F

em
al

es
41

44
14

41
44

44
16

10
11

00
11

10
M

IL
A

N
IM

IM
I.

14
11

41
.

13
.7

28
.1

28
7.

1
39

.3
36

38
.9

2.
8

.3
10

11
.1

.1
11

10
1.

~4
11

1=
.1

11
11

11

M
O

O

13
0.

0
4
E
4
5

m
ru

hr

78
11

.5
11

.5
34

8.
8

26
.5

14
,6

22
7.

1
28

1.
6

50
0

.
14

, 4
2.

9
14

.3
;-

24
 .2

5:
0

16
.7

8 
(1

2.
5)

 (
50

.0

31
.9

29
.8

13
.5

41
.4

.

5 
(4

0.
0)

(4
0.

0)
10

60
.0

28
3.

6
57

.1
 p

12
2

46
.7

13
.9

 1
27

7
19

.1
28

.2
13

9
10

.8
37

.4
1

1 
01

11
11

11
.4

11
1

0.
0

20
35

.6

11
.1

...
1 

01
11

.1
.1

1.
41

11
.0

1,

0.
0 

!
'7

(0
.0

) 
(2

8.
6

r4
.4

:7
.4

1
A

s
'V

W
'4

..'
77

17
,%

%
71

%
,1

4,

..1
11

01
41

11
11

.

la
in

et
r,

4"
16

X
0M

V
44

rr
4

.
"4

"*
".

...
.

t
,1

1.
.i,

W
A

z,

di
aw

ia
ce

4w
ei

c 
.

.:,

4

k
r

k
i

1.

",
1;



.
s

,I
t 0

,1
.,1

"

""
,,.

."
r

40
,

g'
0

W
it 

vr
xt

b.
na

T
A
B
L
E
 
I
X
 
-
6

E
d
u
c
a
t
i
o
n
a
l
 
P
l
a
n
s
 
a
n
d
 
E
x
p
e
c
t
e
d
 
J
o
b
,

C
o
n
t
r
o
l
l
i
n
g

f
o
r
 
G
r
a
d
e
s
 
i
n
 
S
c
h
o
o
l
.

N
e
g
r
o
 
M
a
l
e
s

L
o
w
 
G
r
a
d
e
s

M
e
d
i
u
m
 
G
r
a
d
e
s

E
d
u
c
.
 
P
l
a
n
s
.
%

E
d
u
c
.

Pl
ai

ts
7
.

1
-
2

6
-
7

"
1
-
2

6
-
7

E
xp

ec
te

d 
Jo

b

P
r
o
f
e
s
s
i
o
n
a
l
 
a
n
d

o
t
h
e
r
 
h
i
g
h
 
d
t
e

c
o
l
l
a
r
,

.0
.1

0.
4N

O
M

M
U

IN
.M

...
.1

0.
1.

W
W

0.
04

11
.0

L
o
w
e
r
 
w
h
i
t
e

co
lla

r
a.

m
...

.

G
l
a
m
o
u
r

I
m

on
o

S
k
i
l
l
e
d
 
o
r

s
k
i
l
l
e
d
 
s
e
r
v
i
c
e

6
9

1
7
.
4

2
6
.
1

3
9
9

1
0
.
8

4
6
.
9

11
11

1=

H
i
g
h
 
G
r
a
d
e
s

I
d
u
c
.
 
P
l
a
n
s
 
%

N
1
-
2

6
-
7

3
6
8

6
.
0

6
0
.
6

4
5

2
.
2

2
4
.
4

21
.

14
.3

14
.3

4
7

3
4
.
0

1
9
.
1
.

6
2

1
9
.
4

2
7
.
4

N
e
g
r
o
 
.
F
e
m
a
l
e
s

1,
..t

.
L
o
w
 
G
r
a
d
e
s

M
e
d
i
u
m
 
G
r
a
d
e
s

E
d
U
c
.

Pl
an

a
%
_
,

N
W
m
.
 
P
l
a
n
s
 
%

N
40

11
M

11
11

1.
41

.-
V

M
1
-
2

6
.
7

;
1
-
2

6
-
7

11
ril

lIM
M

IN
IM

IN
IO

N
11

=
1~

M
i

89
11

.2

6
6

1
2
.
1

3
.
0

1
9

2
6
.
3

2
1
.
1

1
5
.
7

6
6
9

1
0
.
6

3
0
.
9

1
4
4

1
6
.
0

2
6
.
4

am
m

o
di

on

A
r
m
e
d
 
f
o
r
c
e
s

3
.
2

4
7
7

1
9
.
7

1
1
.
5

1
1
3

2
9
.
2

5
.
3

3
8
9

2
0
,
3

1
3
.
4

o
r
 
m
a
n
u
a
l

-
61

11
11

41
1.

...
om

m
os

o

11
1

5
1
 
4
5
.
1

3
.
9

Fa
rm

in
ge

cu
se

w
if

e
20

W
.C

P
5.

0

1
4
0

2
2
.
9

1
2
.
9

9
9

1
2
.
1

3
3
.
3

1
7
2

1
6
.
3

1
5
.
7

1
4
6

1
3
.
0

2
0
.
5

4
7

1
2
.
8

2
3
.
4

4
1
6
.

1
1
.
.
1

1
2
.
0

11
11

.0
.m

6
4

1
7
.
2

.
1
5
.
6

H
i h

 G
ra

de
s.

,
N

E
du

c.
 P

la
ns

 %
 I

1
-
2

6
.
7
i

81
8

5.
9

44
.3

I

4
3
8

9
.
4

4
1

1
9
.
5

a.

2
1
.
9 11

1

22
.0 .

48
2
9
.
2

4,
2 

.2
16

 9
0

8
.
3

1
1
7

9
.
4

15
.4

.
8

2
2

3
1
.
8

0
.
0

9
8

19
.4

1
5
.
3

55
1
6
.
4

1
2
.
7

11
.1

11
11

11
41

11
11

.

7
8

3
8
.
5

2
.
6

6
3

2
7
.
0

1
2
.
7

3
4

2
3
.
5

1
7
.
6
 
:
;
 
6
3
 
4
1
.
3

7
.
9

2
8
3

2
9
.
7

5
.
?

1
6
9

1
7
.
2

1
8
.
3

1.
11

11
0

2
7
7

2
7
.
4

1
0
.
1

2
0
6

1
7
.
0

2
1
.
4

ilt
tt

;,.
.

z
'W

et
7

!;
14

Y
,4

41
.1

C
O

C
O



`:
"i

C
V
tir

ct
a ,

1
.

v
'

',
if

W
eR

V
IA

T
I

,

.

,
i

,
'.l

: ,
,,

)
,,,

-.
..,

'.6
.;,

...
. ,

.,,
,V

,
'Il

iiA
ki

ti 
6.

":
1.

'.1
k.

 .i
,i'

.:
I

'i!
:.*

:!
,:>

.L
:k

-r
..1

1/
4,

..\
\ .

.4
..;

::a
lk

., 
..i

."
4 

.!
..1

.4
".

...
, .

.4

T
A
B
L
E
 
1
X
-
6
 
c
o
n
t
i
n
u
e
d

sa
l0

W
h
i
t
e
 
M
a
l
e
s

W
h
i
t
e
 
F
e
m
a
l
e
s

..
P
r
o
f
e
s
s
i
o
n
a
l
 
a
n
d

1

!

c
o
l
l
a
r

6
8

1
3
.
2

5
2
.
9
1
2
8
1

4
.
6

7
4
.
0

3
9
2

2
.
0

8
3
.
7
 
:
.
 
2
8

3
.
6

3
2
.
1
 
'
2
1
8

o
t
h
e
r
 
h
i
g
h
 
w
h
i
t
e

I

L
o
w
e
r
 
w
h
i
t
e

.
!

1

c
o
l
l
a
r

3
7
'
 
1
3
.
5

3
7
.
8

1
0
1

1
1
.
9

4
4
.
6

6
8

7
.
4

7
0
.
6

8
1

1
9
.
8

3
.
7

3
5
4

1
1
.
3

1
6
.
7

.
.
.
.
.
.
.
.
.
.
.
.
.
.

G
l
a
m
o
u
r

2
1
 
2
8
.
6
.
 
1
4
.
3

5
5

5
.
5

5
8
.
2

3
3

6
.
1

6
6
.
7

=
8
 
(
2
5
.
0
)

(
1
2
.
5
)
1
 
2
6

1
1
.
5

4
2
.
3

10
11

1

I

5
.
0

5
6
.
4
1
1
4
9
4

2
.
4

7
5
.
3

S
k
i
l
l
e
d
 
o
r

s
k
i
l
l
e
d
 
s
e
r
v
i
c
e

8
0
 
4
5
.
0

7
.
5

,
-

1
8
5

1
7
.
8

2
2
.
7

41
11

11

5
8

8
.
6

3
2
.
8

2
2
 
4
0
.
9

4
.
5
 
1

8
3

1
5
.
7

.. 
.

_

m
l1

11
1W

11
1.

/1
 1

1.
11

10
11

11

3
2
2

5
.
3

3
8
.
2

2
2

0
.
0

6
3
.
6

M
O

.

8
.
4

4
1

7
.
3

2
6
.

A
r
m
e
d
 
f
o
r
c
e
s

1
7
4
 
4
3
.
2

6
.
8

S
e
m
i
-
s
k
i
l
l
e
d

1
6
2

2
7
.
2

1
9
.
1
 
3

6
7

7
.
5

4
4
.
8

6
 
(
6
6
.
7
)

(
0
.
0
)

1 
..

...
...

te
r

2
5

2
4
.
0

1
6
.
0

1
3

1
5
.
4

3
0
.

o
r
 
m
a
n
u
a
l

3
9
 
5
9
.
0
.

5
.
1

5
3
 
4
3
.
4

1
5
.
1
 
:

1
6

1
2
.
5

6
2
.
5

9
 
(
5
5
.
6
)

(
0
.
0
)

1
4

2
8
.
6

0
.
0

1
3

3
0
.
8

1
5
.

l
i
m
n
i
n
g
h
b
u
s
e
w
i
f
e

0
5
8

3
9
.
7

1
7
.
2

1
2
3

2
2
.
0

3
1
.
7

1

6
1

8
.
2
'

5
0
.
8
1
 
7
0

4
4
.
3

5
.
7

2
4
6

3
0
.
9

1
3
.
8
 
2
2
1

8
.
1

4
9
.
3

7
I.

';A
N

,
-T

ri
n

'?
;,A

ir
a

IF
T

,T
47

77
"r

.
U

M
IK

W
ito

ik
et

*I
gi

dr
ill

.:W
i '

N
B



rt
iv

L
.s

'r1
:

tta
.'r

.
( 

,
,

LA
.

T
a
b
l
e
 
I
X
-
7

po
tte

po
tp

ro
om

is
m

ag
gi

iii
.

,

.v

P
e
r
c
e
n
t
a
g
e
 
o
f
 
T
o
t
a
l
 
R
e
s
p
o
n
d
e
n
t
s
 
(
w
i
t
h
 
C
l
a
s
s
i
f
i
a
b
l
e
A
n
s
w
e
r
s
)

S
h
o
w
i
n
g
.
 
G
r
o
s
s
 
I
n
c
o
n
g
r
u
i
t
y
 
B
e
t
w
e
e
n
 
E
d
u
c
a
t
i
o
n
a
l

a
n
d
 
O
c
c
u
p
a
t
i
o
n
a
l
 
P
l
a
n
s
,

b
y
 
R
a
c
e
 
a
n
d
 
S
e
x

m
or

ar
ro

ur
oo

lo
ol

oo
lo

so
m

m
or

om
an

w
or

om
m

or

.s
en

w
om

m
ill

na
lll

or
m

Ir
om

m
m

ia
lo

om
m

T
y
p
e
 
o
f
 
I
n
c
o
n
g
r
u
i
t
y

r

..0
11

11
01

11
M

M
IM

M
A

III
III

V
A

I0

1.
11

11
4.

1.
01

1,
10

14
1M

O
N

IM
M

IO
N

IM
IP

M
IIM

IN
E

IM
16

,

P
r
o
f
e
s
s
i
o
n
a
l
 
j
o
b
 
e
x
p
e
c
t
a
t
i
o
n
s
;

n
o
t

d
e
f
i
n
i
t
e
l
y
 
t
o
 
c
o
l
l
e
g
e
 
a
f
t
e
r
 
h
i
g
h
,

s
c
h
o
o
l

P
r
o
f
e
s
s
i
o
n
a
l
 
j
o
b
 
e
x
p
e
c
t
a
t
i
o
n
s
;
 
n
o
t

p
l
a
n
n
i
n
g
 
o
n
 
a
n
y
 
e
d
u
c
a
t
i
o
n
 
e
v
e
r

p
a
s
t
 
h
i
g
h
 
s
c
h
o
o
l

B
l
u
e
-
c
o
l
l
a
r
 
e
x
p
e
c
t
a
t
i
o
n
s
;
 
d
e
f
i
n
i
t
e

p
l
a
n
s
.
t
o
 
g
o
 
t
o
 
c
o
l
l
e
g
e

T
o
t
a
l
 
.
c
l
a
s
s
i
f
i
a
b
l
e
 
r
e
s
p
o
n
d
e
n
t
s

11
11

11
11

11
1M

O
M

M
U

S
IS

S
IM

IR
IM

IP
IN

11
01

10
11

11
11

11
11

1/
11

11
11

11
11

11
11

11
11

11
10

61
11

01
.1

1.
/

R
a
c
e
 
a
n
d
 
S
e
x

N
e
g
r
o

N
e
g
r
o

t
1
h
i
t
e

W
h
i
t
e

M
a
l
e

F
e
m
a
l
e

M
a
l
e

.
F
e
m
a
l
e
.

an
or

rr
or

es
so

or
oo

rm
ou

ra
no

rm
um

or
io

m
m

or
m

rs
oi

rr
os

w
A

M
IN

O
M

IN
III

II1
00

11
,1

11

1
2
.
1

2
3
.
2
*

6
.
7

4
.
3
*

3
0
9

2
.
0

5
.
9

9
.
9
*

2
.
8

1
.
3
*

4
.
4

3
1
9
1

4
5
2
7

2
0
6
3

2
3
4
8

vo
lo

rm
ou

na
m

ou
rs

on
to

rr
am

r.
A

rr
om

m
ou

rr
im

m
on

sw
or

ro
gr

ra
vr

om
m

ou
re

ar
ar

so
or

aw
a

*
N
u
r
s
i
n
g
 
i
n
c
l
u
d
e
d
 
i
n
 
"
p
r
o
f
e
s
s
i
o
n
a
l
 
j
o
b
"

c
a
t
e
g
o
r
y
,
 
b
u
t
 
n
u
r
s
i
n
g
 
s
c
h
o
o
l
 
n
o
t
 
c
o
n
s
i
d
e
r
e
d

"
c
o
l
l
e
g
e
.
"

r.
rj.

,r
at

tc
vr

:fr
nf

aV
r'i

tr
`r

,7
.1

.

'e
r '!



CHAnER X

GENERAL ATTITUDES OF STUDENTS

In this chapter, we turn to several general attitudinal dimensions,

to see whether certain outlooks on life tend to be associated with par-

ticular educational goals. For example, are optimism, confidence, and

satisfaction about oneself and one's future more the mark of those ex.

petting to attain high levels of education? Is general "value of effort"

something that would be more frequently found among college planners?

And, finally, are geographic mobility intentions more common for those

who have relatively high educational goals?

The measures used in this chapter's discussion come mainly from

the last part of the questionnaire. This is the section where non-

completion cuts most deeply into our simple, especially for Negro males.

Around one-third of this group, about one-fifth of the Negro girls, and

somewhat smaller proportions of whites failed to answer most of the ques-

tions we shall discuss here. This loss of respondents may well have af-

fected the distribution of respondents along the various attitudinal

dimensions. More specifically, we suspect that those with less optimism

and self-confidence, less trust in the value of work and less inclination

to move from the South (at least among Negroes) are underrepresented in

the group who'did complete the questionnaire. For among those who did

answer the questions, low ability is associated with the above list of

characteristics. Still, there is no reason to believe that the non-

response groups' exclusion has any affect on the relationships that we
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shall find between educational plans and various attitudes. And this

will be'our primary focus.

sa

Optimism, Self-Confidence, and Self-Satisfaction F
sg
A

Even considering the relatively high non-response'rate, our data

indicate, as might be expected, that youth is not generally a time for

self-doubt. The vast majority of our respondents in every subgroup

express optimism about their futures, along with confidence and satis-

faction about themselves. The questions asked are these:

1) Do you think lour chances for living the kind of life

you want are better, or worse than those your father

(mother) had when he (she) was your age?
1

2) Do you feel you can do well on anything you try?

3) Are you satisfied with the kind of person you are?

Only ten percent of the white boys who answered, and even smaller

percentages of the other groups, feel their chances are no better or

even worse than their parents'. Also, at least 85 percent of the re-

spondents in every race-sex category feel they can do well on anything

they try at least "most of the time.". And only around ten percent re-

port feeling "quite" or "very" dissatisfied with themselves, with a

similar percentage (slightly higher among whites -- over 15 percent)

saying they ars "somewhat dissatisfied." Thus, on all three questions,

at least 70 percent of those who answered choose ontof the two most

positive possible responses. The only racial difference of note is the

1
Answers were to be given only for the parent of the same

sex as the respondent.
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somewhat greater tendency for Negroes in all three cases to select the

strongest positive answer more often, and for writes to choose the

slightly qualified positive answer -- e.g., "completely satisfied"

versus "satisfied in most ways."

In general, college planning is most frequent and serious thoughts

shout dropping out occur least often among those who consider their

chances as "Much better" than their parents' chances were for reaching

lifetime goals (Table L.1). Except for white girls, there is a steady

rise in the proportion with college plans as optimism Increases, and

the range in (college-planning) percentages is at least 15 points be-

tween those with greatest and least optimism. White girls, inexplicably,

show a markedly weaker trend, with only about a five point difference --

in the expected direction -- when we compare those who rate their

chances as no better, or worse, than mother's With those who forecast

"much better" chances. In fact, the white girls are least likely to

expect to go to college if they see their chances as "a little better"

than those of mother. There is also one noteworthy exception in the

tendency for dropout potential to decrease with greater optimism. This

is among Negro males, where the most pessimistic (chances "not as good")

are no more likely to be classified as possible dropouts than are those

who are mildly optimistic (chances "a little better"), and they are de-

cidedly less dropout prone than those who say their chances are "about

the same" as their fathers'. Still, the general picture is definitely

one of increasing educational horizons associated with rising optimism.

Which comes first is not the question here. Insofar as this item taps

optimism about the possibility of social mobility, education is apparently
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viewed asone of the means of attaining it, or is seen as an element in

mobility.
re:

Likewise, the self-confident high school student tends to have

higher educational expectations; although after a certain level of con-

fidence is reached, there appears to be no additional increment in the

level of educational goals. As-Table X-2 indicates, there are only

small differences, and the directions of change vary, in the percentages

of college planners and of potential dropouts when we compare those who

answer "always" and %lost of the tice".to the question "Do you feel you

can do well on anything you try?" But there is no question that those

with relatively low self-confidence -- checking answers of "not very

often" or "seldom" es- are consistently less likely to be planning to

reach high educational goals. In fact, college plans are about half as

frequent, and serious thoughts of dropping out double, for those giving

these answers, as compared to the more self-confident respondents. As

just one example, 11.6 percent of Negro males in the two less.confident

categories expect to go to college and 33.2 percent may not even finish

high school. The corresponding percentages for Negro males in the two

moat- confident categories are 25.7 and 18.2 a dramatic shift, and

one that is repeated for the other race-sex groups,

Self-satisfaction is not so clearly related to the level of edu-

cational plans (Table X-3). There is a consistent, but not strong, -

tendency for college planning to be greatest among those who say they

are "satisfied in most ways" or "somewhat dissatisfied." More complete

satisfaction or dissatisfaction with oneself are both less associated

with plans for college. But the pattern is not so uniform across race

- ifs --7 7.

a
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and sex groupings, when dropout potential is used as our measure of

educational expectations. In general, the percentage who may drop out

is usually relatively low for those with qUalified selfsatisfaction --

those answering "satisfied in most ways," the single most popular re-

sponse in all groups. But those who are "completely satisfied" are

also low in percentage of potential dropouts, except for white males

who are most likely to be uncertain of graduating if they answer this

way. At the same time, the "somewhat dissatisfied" Negro male is a

prime candidate for dropping out, even though this response is other-

wise associated with a relatively high level of plans. We had expected

that academic success and high goals would tend to bring a feeling of

satisfaction, and that those students who had not achieved and had low

goals would consequently feel dissatisfied with themselves. In the

other causal direction, it is likely that the kinds of background and

.personal characteristics that lead to satisfaction would tend to breed

success and continued high goals. In part, these hunches may be correct,

for some, but this is a typical middle-class, success-oriented view.

Two other factOrs may detract from the relationship expected. First,

and most important, many of our subjects do not have high goals -- they

want, and expect,- lower status jobs, do not plan on going to college,
V.

may not even complete high school, and have a congenial and like-
,

minded peer group -- and they are satisfied with themselves. In fact,

it.is probably well that they are. On the other hand, many of the harder

striving and goal-oriented students maybe dissatisfied because they are

comparing-their present position with what they wish to attain. They

may not feel that they can afford to be satisfied until they have made

"4-
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more progress toward their goals -- and their attitude, too, may be

functional. With these qualifications, our safest generalization in the
%

case of self-satisfaction would seem to be that it is not a strong corre-

late of educational planning, but that those showing a balance of self-

satisfaction and self-criticism -- with perhaps-a bit heavier weighting

on the former are somewhat more likely to seek high levels of edu-

.catioa.

The evidence of this section is not conclusive, but it does seem

to add some support to our earlier speculation that feelings of security

and general well-being are conducive to the development or maintenance

of high educational expectations. That the patterns of relationship

persist -. though sometimes weakened -- when "talent" controls are in-

troduced (tables not shown) provides further support. We can certainly

not demonstrate cause and effect here, but it is true that high expecta-

tions do occur more often among the optimistic and self-confident. Self-

satisfaction does not seem so important; in fact, if it is complete, it

may actually be associated iith a reduction in the drive towards the

higher educational goal of college. Some desire to change oneself may

thus be useful in providing the motivation to go on to college.

It should be noted that racial differences in college plans

generally remain, regardless of the attitudes of the respondents as

discussed in this section. Whites coptinue to have higher percentages

seriously intending to go to college both among those with greater and

less optimism, greater and less self-confidence, and greater and less

self-satisfaction. Percentages of potential dropouts are often fairly

similar for the races for a given attitudinal response category, but

this also tends to be true for the sample overalll.
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this also tends to be true for the sample overall. Thus, differences

in the degree of optimism or self-confidence of Negroes and whites cannot

explain why college planning occurs more frequently'among the'latter.

But we can say that the more desirable condition in both races, from the

standpoint of maximizing educational goals, is One where a high level of

optimism and self-confidence has been instilled in the youth.

The Value of Effort

Another area of attitudes that seems worth exploring for its

relationship to educational planning is that concerned with the valua-

tion placed on one's own effort as a means for success in life. It

was expected that more schooling would be planned by those who see

themselves rather than luck or other external facto: -- es deter-

mining the degree of their own success. To measure this, an index of

"Value of Effort" (VOE) was constructed from responses to the following

four items, the first three of which used Likert-type (degree of agree-

ment) answers:

1) If a person is not successful in life, it is his own fault.

2) Lots of people cannot get what they want in life, even

if they try very hard.

3) No matter how hard a person tries, he cannot be successful

inlife unless,other people give him a chance.

4) Which do you think is more important for success, good

luck or hard work?

A score of one point was given for agreement with the first

statement, for disagreement with each of the next two, and for the

;;;I:,
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choice of "hard work" in the last question. Conversely, a score of zero

was recorded for answers of "luck" or "about the same" in the last item,

as well as for disagreement with the first and agreement with the middle

two statements. The sum of scores gives a VOE index with a possible

range from zero (i.e., one's own effort is neither necessary nor enough

for attaining success) to four (i.e., one's own effort is both necessary

and sufficient). ,

There is a slight tendency for whites to score higher on this

Index -- a tendency that might have been stronger if non-respondentu

(among whom Negroes are overrepresented) were to be classified, as we

suspect they would be, at the lower end of the scale. Among those who

did answer all four questions, 34.0 percent of the Negro males and 35.5

percent of the Negro females had scores of 0 to 1, as compared to 27.9

percent of white males and just 24.0 percent of white females. Still,

the mean scores within race -sex groups are quite similar -- 1.9 for

Negroes and 2.1 and 2.2 for White males and females, respectively.

What Is more significant is the definite relationship between

VOE and educational plans. With only one minor exception; each increase

in VOE is accompanied by an increase in the proportion of college plan-

ners and by a decrease in the proportion of potential dropouts. The

only exception is that Negro males with a score of 4 tend to average

slightly lower educational plans, es compared to those with a score of

3. But in geneial, the relationship is linear and fairly strong. For ex-

ample,ogyone-fourth of the white males with a VOE score 00 definitely

plan to go to college, compared with half or more of those with scores

of 3 and 4. At the same time, the percentage of possible dropouts ranges
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from 42.9 for those with a zero score to just 12.4 for those rated

highest on VOB; the greatest difference is between those with scores of

0 and 1. Although whites generally have a higher rate of serious college

planning (but not of potential dropouts) at all levels of VOE, the re-

lationship with educational plans follows a pattern in all race-sex

groups that is similar to what we have just noted for white males.

Thus, the more a respondent sees himself as bearing the main

responsibility for how he fares in life, the more iikely.he is to be

making plans to attain a high level of education. Those who see their

fate as more susceptible to external factors are less likely to have

high educational expectations. Undoubtedly, quite a few of the latter

group would argue as follows:

"What's the use? Why bother to get a good education? Hard
work and the sacrifice entailed'in getting a good education
are just not worth it, when other things beyond your control
are going to determine whether you're a success or not."

For some, this may be just a rationalization for a prior decision not

to go on in school. But most certainly for others, this set of attitudes

is part of the framework in which the decision is made.to get out of

school as soon as possible. The efficacy of hard work and of such de-

ferred gratification as is neede' izr college-going are matters that

may well be important to demonstrate to high school students in order

to elevate their educational horizons,. Of course, the key word here is

"demonstrate," for it is not enough just to preach the virtues of effort;

this needs to be proven. And for many students, especially in the lower

classy the proof may often have to vie with coon observations of

little reward for hard work.
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Regional Preference and Expected Residence

We now turn to a final set of attitudes which can help us to

further our understanding of what various educational plans mean to. the

respondents. Actually, we are dealing with two types of measures here --

one, "attitudinal" in the sense that we have been using the term, and

the other indicating a realm of planning that is more like our variable

of educational plans than a purely "attitudinal" dimension. Because they

are closely related, however, we have chosen to deal with them together.

First, we have a measure of regional preference as derived from

two questions:

1) In what part of the United States do you think a person like

yourself hai the best chance to rake a success out of his

life?

2) In what part of the United States do you think it is hardest

for a person like yourself to make a success out of life?

The index of preference contains three categories: (I) the South,

(2) the non- South, and (3) not much difference between regions.2

Second, a measure of expected residence was derived from the

question: "Where do you expect to live'when you are grown up?" Re-

sponses were combined, again, into three categories: (1) the same

community as at present, (2) elsewhere in the South, and (3) outside

the South.

Perhaps the most striking finding from these questions is the

2
In addition, a very small fourth group of inconsistent respi-iii,

dents ...naming the same region as both best and worst . was eliminated
from the analysis.
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very great difference between the races in their responses. As Table

X-5 shows,-Negroes are overwhelmingly dissatisfied with the South and

expecting to reside outside the region.
3

This is not true for whites.

Undoubtedly, we have here a clear reflection of the differential ex-

perience of Negroes and Whites in the South, although the picture may

be changing" rapidly as Negroes become increasingly involved in:activi-

ties that are favorably affecting their local environments.

At any rate, among the survey respondents who were csassified,

over 70 percent of the Negroes, but less than 15 percent of the whites

express &preference for the non-South. And about 70 percent of the

Negroes and only a quarter of -the whites actually expect to leave the

South. Whites are much more likely to see "not much difference" between

regions. Within each race, girls are more likely to answer "not much

difference" on regional preference; and, if they expect to stay in the

South, they are somewhat more likely to plan to leave their home corax

munities than are the boys. (We suspect this is either because of per-

ceptions of poor work opportunities locally or because the girls antici-

pate marrying outsiders and moving to their husbands' choices of resi-

dence.)

Many of the correlates of regional preference and expected resi-

dence in our sample have been discussed elsewhere.4 Here we shall con.

3
As noted at the beginning of this chapter, this finding may be

somewhat exaggerated by the high non-response rate which may subtract
cases more from the ranks of those relatively satisfied with the South,
or at least relatively unlikely to leave.

4 See M. R. Cramer and C. E. Bowerman, "Geographic Mobility
Aspirations-of Southern Negro and White Youth," a paper read at the
American Sociological Association, Annual Meetings, September 1964.
This paper 'is being revised for separate publication.

. 4
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cern ourselves only with the relationships with educational plans, as

shown in Tables:C.6 and 7.

Not only do the races differ in their perceptions of the South,

but the rcaationship of these perceptions to educational plans also

differs by race. There is virtually no correlation between plans and

regional preference among whites. In all categories of preference, a

little over two-fifths of the boys and almost two-fifths of the girls

expect to go to college, while about one-sixth .1f the boys and something

less than 15 percent of the girls may drop out. Among Negroes, however,

the relatively few Who prefer the South definitely tend to have lower

educational ambitions. For example, only 12.7 percent of the Negro

females who like the South expect to go to colleges and 23.8 percent

are not even sure of finishing high school. In contrsett 23.8 percent

of those preferring the non-South are college-bound, and only 14,3 per-

cent may drop out. Those Negroes who see "not much difference" in

regions tend to be intermediate (but more similar to the anti-South

group) in their rate of college planning and possible non-completion of

high school. .

When we turn to expected residence, the non-South-oriented among

Negroes are, again, most likely to have high educational goals. Among

the males, 2846 percent have college plans and 14.6 percent may drop

out. The corresponding figures for Negro females are 24.1 and 13.7

percent. As with regional preferences, the rate of college planning,

even in this most aspiring group, is not nearly equal to that of whites.

But still, this is the only group of Negroes where college intentions

are more frequent than are serious thoughts about dropping out. Those
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expecting to live elsewhere in the South are lowest on college planning --

just 16.9 percent of the boys and 17.0 percent of the girls. And those

not expecting to move are highest in their percentage of potential drop-

outs-- 27.5 percent of the boys and 21.2 percent of the girls. It would

appear that those most likely to drop out are also most likely to stay

in the local community; those aiming for a high-school diploma are more

likely to move away, with the likelihood of leaving the South maximized

among those planning to go to college.

For whites, the precentage who will probably complete high school,

fairly independent of migration plans -- a high school diploma is of

About equal value in any community. However, college planning is. found

somewhat less among white students expecting to remain in the same coma.

=unity. This may be associated with job opportunities, since many of

the sample live in small towns with limited possibilities and there is

less need. of a college degree for either job or status.

Tbeaa patterns of relationship between educational plans and

sentiments about the South hold important implications for those con-

cerned about the region. They seem to portend an especially large cloth!s

of the more highly motivated Negroes .- those with higher educational

goals, at leapt. The out - migration of whites from the region does not

threaten to be so adversely selective. Thus, not only do a much larger

proportion of Negroes, as compared to whites, entertain serious thoughts

of leaving the South, but a high proportion of the prospective Negro out-

migrants are among the more promising of their race, with respect to

the level of education they expect to attain. To put it more simply,

these data indicate that the South is faced with a possibly great loss

IA

I
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of those Negroes who, it would seem, could contribute the most to the

region. Among whites, there may be, as usual, some relocation of the

best educated within the region, but a relatively smaller outfllw from

the region is promised for this group.

Summary

We have tried, in this chapter, to contribute a few additional

insights into features associated with college- and dropout-planning

among our respondents. We have also discussed some implications of

these findings. In general, we have observed that educational goals

tend to be highest for those students with a high degree of optimism

and self-confidence and with a strong feeling that a person can be master

of his own fate. Also, we have shown that Negroes who are most alienated

from the South and who plan to leave the region are somewhat more likely

to have high educational ambitions.

We are now ready, in the concluding section of this report, to

attempt some intertwining of the pieces of our picture of correlates

and possible determinants of educational plans. In the next chapter,

we shall see how combinations of certain sets of independent variables

effect relationships with plans that have been noted in earlier chapters.

And, in Chapter XI/, we shall explore possible effects from variations

in "school context" what the student population in particular schools

tends to be like (as indicated by the modal or average responses to

assorted questions in our survey).

,ASIONIKIft.-winalfsinaltsnammeaamempowawV_
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Table X-5

Distribution of Regional Pref&rence
and Expected Residence, by PACO. and Sew

Regional Preference Negro
Male

ANOINIMMI11110.

Race and Sex

White
Female

Negro
Fezale

White

e.

South 8.1% 10.17. 45.8% 33.7%Non-South- 77.8 70.7 13.7 10.9Net much difference 14.1 19.1 40.5 55.4

Total 100.0 100.0 100.0' 100.0
(2580) (3903) .(2135) (2481)

Expected Residence

Present community 16.7% 11.7% 39.9% 31.0%
Elsewhere in South 14.6 16,3 35.0 43.0
Outside of South 68.8 72.0 25.2 26.0'

Total 100.0 100.0 100.0 100.0
(3036) (4464) (2317)

;-

(2566)
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CHAPTER XI

COMBINED INFLUENCES ON EDUCATIONAL PLANNING

-.I. 1041.10 1111.

In this chapter, we will examine the combined effects of a number

of the variables we have found to be correlated with educational aspira-

-tions. The method to be ubed is.similar to that employed in earlier

sections of this report, that is, to examine in tabular.form the actual

pattern of educational planning that tends to accompany a given combina-

tion of factors. This method permits the clearest examination of how

variables may work together or at cross purposes in affecting educational

ambitions of adolescents. Even with the large number of total cases we

have, one problem that soon becomes apparent is that all combinations of

possibly important independent factors cannot be examined at once. The

number of students fitting certain specifications already begins to fall

below the minimum desirable, even when groupings of just four variabicas

are used and even when some adjacent categories are merged to reduce the

total number of classifications resulting from a particular combination

of variables.

For this reason, we shall generally have to deal with only parts

of the overall multi-variate model at any one time. Our findings up to

this point suggest two major overlapping systems of factors that may be

seen as determinants of educational plans. One of these systems finds

its focus in the home environment of the adolescent; the other, in the

various individuals who serve as referents for him. The overlap, of

course, stems from the fact that parents and siblings are both among the

WPRINIMMIlielnimiumissimmosswiummydow,fflimpepor
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most important of referents and are part of the home environment. As

will be seen in the forthcoming discussion, we have not attempted, in

our groupings of independent variables, to cover all of those discussed

in previous chapters, but it is intended that our selection include

measures representative of the major factors.

Material Possessions and Place of Residence

First, we examine the interactive effects of socioeconomic status

(as measured by the material possessions, or MP, index) and place of

residence on educational planning. In Chapter III, the location and

physical quality of respondents' homes had each been found to be fairly

successful predictors of students' plans. Highest ambitions were most

often found among urban students and among those with the most material

possessions. But in Table XI.12 we see that the relationship between

place of residence and plans is just about accounted for by differences

in material possessions. The phenomenon of lower ambitions for the rural

and farming youth is explainable in terms of the lower level of living

that is more associated with rural than with urban living. But among

those relatively few non-urban students with a high level of material

possessions,
1
the proportions of college planners and potential dropouts

are about the same as for those with high MP from the urban areas. With

one noteworthy exception, -the pattern of similar levels of educational

goals for a given socioeconomic status, regardless of place of residence,

is repeated for those with lower MP scores. The one exception is that

1
In Table X1.1, "high" material possessions refers to those

scoring the maximum of 6 on-the MP scale; "medium" refers to those with
a score cf 5; and "low" refers to those with scores of 0.4.
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urban white males with less than maximum MP do have substantially more

frequent college plans than do the non-urbanites (especially the 7on-

farming ones) with medium or low scores on material possessions. In

other words, only for white males does place of residence seem to make

a difference in plans independent from the difference associated with

variations in the number of possessions. And even here, the rural-urban

difference is erased for those enjoying the most affluent living con-

ditions.

The general findings of Table XI-1 mean that place of residence

usually adds little beyond what material possessions,contributes to our

ability to predict educational plans. We should recall from Table III-1

that material possessions is, indeed, a very strong correlate of plans

by itself. It accounts for much of the overall racial difference found

in planning. In fact, among those relatively low on MP, whites and

Negroes tend to be about the same in percentage with firm college in-

tentions and whites tend to be even more dropout prone. But some adr

vantage in college planning does tend to remain for Mites especially

males .. when we look just at those having the highest material level

of living. And differences in place of residence do not generally

modify this advantage, except perhaps in the case of non-urban, non-

farm females, where just under half of those in each race with maximum

MP have firm expectations of going to college,

Material Possessions, Birth Order, and Number of Siblings

Back in Table III-20, an indeterminant picture was seen of the

relationship between educational plans and the respondent's place in

rewor.- amouatarWa 1171-4471Walgrsimsaimp....A.........unrisirmaamporiasignirsusuratirsaUVIMinizzaturampinsmeiananagramoomMISMUSsligaluilximamolarallal"""7"1""
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the birth order, controlling for size of family. Among whites, oldest

children seemed to have somewhat higher rates of college planning and

seemed somewhat less likely to give serious consideration to dropping

out. But among Negroes, birth order seemed to make very little dif-

ference, except that youngest were at a slight advantage, at least with

regard to college planning. We now add the factor of availability of

economic resources (material possessions) to see whether this brings

the relationship between birth order and educational planning into

sharper focus, with interest mainly in college planning, since it ap-

pears to be the planning indicator more sensitive to birth order in-

fluences. The idea here is one we discussed in Chapter III that

perhaps college-deterring responsibilities weigh more heavily upon the

eldest children in lower class homes, whereas in families of higher

economic standing, the oldest child is free to act out his role as the

main embodiment of parental ambitions, such as the goal of his% zsduca-

tional attainment.

However, even with the added control for MP, there is still no

consistent pattern in the relationship between birth order and educa-

tional planning. In Table XI -2, we include only those with high (6) or

low (0-4) material possessions scores and subjects from families that

are either "small" (1-2 siblings) or "large" (5 or more siblings). A

few differences show up, but due to the small numbers often involved

and the lack of consistent differences of any magnitude, no generaliza.



tions seem warranted
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In Chapter III, we presented data showing that students from the

larger families were more likely to be considering dropping out of

school and less likely to be planning for college. Since family size

is related to economic class, there was the possibility that these

differences were due to class rather than to other characteristics

associated with family size. In Table XI-2, we see that at each extreme

of material-possessions, students from the largest families are less

likely to be going to college. The differences by size are somewhat

greater for white than for Negro students. There is also a tendency

for a greater proportion of students from large families to be found in

the low EP group, controlling for both MP and birth order, again, par-

ticularly for white students. Instead of attaching great significance

to these results, we should note that the material possessions index,

although we have found it to be closely associated with educational

plans, may not be a sufficient basis for removing the social class com-

2 In fact, about two- thirds of all whites covered in Table XI'-2
are accounted for in just the first three rows .- those concerning stu-
dents with maximum ZIP and few siblings. These are the rows where educa-
tional goals tend to be highest in both races, although the percentageof Negroes with.cbllege plans does not usually go as high as for whites.(Where possessions are fewer and/or families are larger -- where ambi-tion is likely to be more modest in both races -- Negroes do not tendto suffer from similar comparisons.)

In contrast with the whites' concentration in the top rows of thetable, about 90 percent of the Negroes are found in the other categories.Thus, we again have whites overrepresented in the classifications withgenerally the highest educational ambitions -- the small families with
high socioeconomic status. And this certainly helps to account for thefairly large overall racial differences in educational plans. Largefamily size and material deprivations .. both negative influences onplanning .. are much more likely to be found separately or in conjunc-
tion among Negroes, as compared to whites in our sample.

41.
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ponent from family size in establishing the size -plans relationship.

In other words, we find large differences in this table between students

with high and low MP scores, but within these groups, there may still

be enough economic differentiation to permit class to influence family

size, with variations in the latter then related to plans. Nevertheless,

the relationship remaining after MP is controlled does invite further

data analysis at a later time

Material Possessions, Family Stability, Number of
Siblings, and Parental Support for Education

We neat turn to the interconnections of four features of the re-

spondent's home life, each one having been shown in earlier 'hapters to

be consistently related to educational plans. Two of these we have just

discussed in the preceding section: material possessions and size of

family. The other two are family stability and parental support for

education (PSE). In Table 111-12, we saw that children from broken

homes tended to'have somewhat lowered educational expectations, regard-

less of race or sex; and in Table V-1, the level of parental support for

education showed a fairly strong positive correlation with level of

ambition. But does each of the four variables we are about to discuss

make a separate .and equivalent contribution to school planning? Or is

one or another of the variables more or less important from the stand-

point of how plans are influenced?

It would appear from Table XI-3 that the situation generally

associated with highest levels of educational expectations is one where

the student has high 14P and PSE3 in his home and lives with both parents
ONOMINMINIMM.MMINWwww111111MIUJIMMINIMPOINMOMMINIONO

3
In this discussion, PSE is divided into these categories:

(1) High -- index score of 5-6; (2) Medium -- index score of 3-4; and
(3) Low -- index scores of 0-2.
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and a small number of siblings. A combination of the opposite conditions

on these four variables tends to produce the lowest level of ambitions.

But, in addition, there is a definite hierarchy in the extent to which

each of these factors independently affects plans when the other factors

are controlled for. The relationships between plans and PSE or MP

emerge as generally the strongest, regardless of how the other variables

operate.

Let us examine the case of white males as an outstanding example

of what we have just generalized. When all four variables are "positive,"

as is the case for about one-tenth of the whites (but less than two per-

cent of the Negroes), 81.5 percent intend to enter college immeuiately

after high school graduation and only 2.2 percent are considering drop-

ping out. At the other extreme, none of the handful of white males who

are "negative" on all four variables (N-17) has strong college plans,

while 41.2 percent may drop out. If parental support for education runs

counter to the influences of the other three factors, the greatest change

from these "extremes" results. For example, if the other factors are

positive but PSE is not high, only 53.9 percent of the white male stu-

dents have definite college plans and 14.7 percent are considered po-

tential dropouts. No other single negatiim influence reduces the

college-planning percentage below 60.0 or raises the dropout potential

above 6.1 percent. Conversely, if the other variables are detrimental

to lofty plans but PSE is not low, 16.0 percent have college ambitions

and a similar percentage think they may drop out. This is by far the

best showing for any group that has only one of the four variables under

discussion acting positively on planning. However, the number of cases

'^"--""`-, ,,r+"'"'"0""Prr
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is too small to go overboard on this finding by itself. But the evidence

is consistent for white males that variations in parental support for

education are most closely associated with variations in educational

plans -- within the confines of data treated in Table XI-3. It is also

a significant factor in the other race-sex groups, although sometimes

material possessions dislodges it from the position of prime importance.

One might make the additional point here that the combined effects

of both EP and PSE weigh quite heavily against the combined effects of

family stability and family size, when the two sets of factors are in

opposition. Of the six combinations having two "positive" and two

"negative" factors, college planning is least frequent and dropout con-

templation Ls most widespread where MP and PSE are the relatively nega-

tive characteristics in the student's home environment. And, at least

for whites, the reverse is true when PSE and MP are the positive

features of the respondent's home situation.

If parental support for education and the material level of living

in the home seem to make a difference in academic planning, by the same

token, family composition (in either of the aspects that we deal with

it) tends to have relatively less independent effect. The broken home

or the one with many offspring can still produce a fairly high level of

goals, so long as other factors are positive. And if the other factors

are detrimental, living with both parents or having few siblings still

does not appreciably elevate the level of expectations.

One final note as we complete our brief analysis of a third set

of independent variables for this chapter. Table XI-3 still does not

allow us to account for all of the difference in educational plans be.

"*------"--------""....."""*"4"""anwlwelwar"11,0111-"Igan=""'"'"*"1,4t7,""lAft.ffeWirfaSslemenni="311asoltisza -""-0--ftwooffinsitazip,,,i j
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tween whites and Negroes, Where conditions are most ideal, Negroes are

still, not as likely as whites to have high educational goals. To show

this more clearly, in the bottom part of the table, we treat the four

independent variables in an additive fashion as- two points for a posi-

tive position on each variable, one for an intermediate position (no

intermediate. position on the variable of family stability), and zero

for a negative position. This permits a range of scores from zero to

eight, with the latter representing positive conditions on all four

variables. One can see that when positive and negative factors are

balanced (scores 3.5) or where the negative factors predominate, the

Whites tend to be no more, or even less, interested in college than the

Negroes in our sample. But whites have the definite advantage in college-

planning rate among those with the highest composite scores, even though

Negroes, too, benefit substantially from the conflux of positive factors

in the home environment.

We shall now turn to some other features of the respondent's

home life and combine them with PSE and MP the two factors that have

been identified so far as most important .- in further effort to reduce

the unexplained racial difference in plans and to pinpoint those Char-

acteristics that best differentiate the students with high expectatione;

from those with lesser goals..

Material Possessions, Relations with Parents,
and Parental Support for Education

It was thought that the quality of relations with parents might

be an important added dimension in the picture of influences affecting

the level of academic goals. Tables V-3 and 4 certainly indicated some



La

321

association between educational plans and relations with parents. And

it seemed reasonable to hypothesize that the physical comforts in a

home and the degree of parental support for education would have their

maximum impact on plans if the adolescent felt close to (or was not

alienated frail* his parents,.

But such does not appear to be the case, according to Table XI-4.

As long as both PSE and MP are high, plans tend to be at about their

highest level, regardless of how close and respectful one feels towards

his mother or father. In fact, among those students who are rated as

having poor relations with both parents, but who are high on both MP

and PSE, the percentage of serious college planners is at least on a par

with the percentage for any other subgroup created in the combination of

variables shown in Table XI-4. This even applies to the comparison with

students high on MP and PSE and having good relations with both parents.
4

Let us look at Negro males as an example here. Definite college

plans are found among 47.7 percent of those wild get along well with both

parents and who are high on both MP and PSE -- the top row in Table XI-4.

But such plans also exist for over 40 percent of those equally high on

MP and PSE but who report poor relations with at least one parent. In

fact, three out of five of those who have poor relations with both

parents have college plans, if they are high on the other two variables.

By contrast, a weak position on either the MP or PSE dimension is

not likely to be compensated for by the security of warm relations with

4 The indexes of relations with each parent have beed dichotomized
for this discussion. Scores of 0-4 are referred to as "poor" (relations)
and 5-8 are referred to as "good,"

°"'..1....."'"'""'"14""s"'""'"'"'"e""4"40,1734P18/Pragnovemmemanciwrawavammilmersammuwww......-
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both parents. When parents do not support education fully, only 33.1

percent of the Negro males expect to go to college, even if they get

along well with their parents and have a maximum number of material

possessions in the home. When reduced MP is the single non-positive

iufluence, the percentage of college planners is just 25.8. And this

percentage fails all the way to 16.3 for those Negro males who have good

relations with both parents but whose MP and PSE scores are both not

high. The percentage is no worse if relations with-both parents are

poor, so long as either MP or PSE is not low .. that Is, if scores-are

medium or high on just one of these. The same conclusions would be

derived if we had focused on dropout likelihood instead of on college

planning. They also apply, perhaps even more sttongly, for race-sex

groups other than Negro males.

Throughout the table, then, there are indications that college

planning is more closely related in a positive direction to socio-

....M.

economic status and parental support for education, than it is to degree

of closeness to one's parents. Moreover, the quality of relations with

parents seems not to affect the association between planning and the

other two variables.

Parents' Education, Relations with Parents,
and Parental Support for Education

Similar findings prevail when parents' education replaces material

possessions in the above analysis. We consider this substitution to be

simply the use of an alternative measure of social class. But it also

means that we bring to the multivariate model the educational example

of parents to go along with the support for education that they express

or transmit in other ways to their

-..-----.--.--------...in..................................mmaminsmaltirmimmamurpopa....,,..............--
I.
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or transmit in other ways to their Children.

The "high" category on parents' education contains those with at

least one parent who went to college. It is much, more selective than

the "high" category in the material possessions dimension. As a result,

educational plans tend to be higher for students with the advantage of

having parents' education rated high, as compared to those with maximum

MP scores. But with this alteration in mind, it is still easy to discern

in Table XI-'S that relations with parents just do not wake much of a

difference in educational planning, once PSE and social class (parents'

education, like EN) have been allowed to operate. The latter two vari-

ables definitely appear to be the more significant parent -home factors

in accounting for variations in educational ambitions. If parents are

perceived as endorsing education and if social class Is sufficiently high

to provide a high material level of living and/or an example of college

education from one's parents, then the children are quite likely to have

strong expectations of going to college. The percentage of college

planners among those experiencing such home conditions is higher for

whites; but for both races, it certainly seems that these are the most

crucial advantages that a young person's parents can provide for him if

they want him to plan on attaining a high level of education.

The Addition of Other Referents

We shall next turn to see how much contribution can come from

other refeients, besides parents, in order to increase further the like-

lihoodthat students will have high educational goals.. In this section

we shall use indicators of sibling, friend, and teacher influence, added

........*,-------..--.."*".'..........................4.4.4MOWIMPIN
ftelleMwomporoommemovem......row..PIMINNIIIPAIWINIMIIIIIAMIIMX9SWRIONIMOORMIIMmorse..........................*

............. ........7.-7Wroerewmt.IN*11011441P0110.-........
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to either PSE or parents' education as the representative of parental

influence. The sibling and teacher measures will be those that served

as the focus of discussion in Chapters VI and VII, respectively. We

look at three mutually exclusive and exhaustive categories of siblings,

according to their educational experience: (1) only college-educated

sibling referents, (2) no sibling referents or referents with mixed

experience, and (3) only dropout referents. For teachers, we look at

how well the respondent "gets along" with his teachers -- either very

well, fairly well, or not very well. The measiore selected to represent

friends' influence concerns the educational plans of these friends --

either mainly oriented towards dropping out or towards college or, as

an intermediate position, oriented in neither direction.

One thing we have done in Tables XI-6 and 7 is to make indices

of combined reference group influences on educational planning. For

each of the referents involved, a score of 2 indicates a positive posi-

tion; 1, an intermediate position; and 0, a negative position.

As the tables show, the indices are rather strongly related to

the planning level of students. When parents' education is used ir. the

index (Table XI-6), the proportion of college-oriented among respondents

with maximum scores of 8 is over nine-tenths for males of both races,

four-fifths for white females, and three-fifths for Negro females.

These proportions are about the same for those with scores of 7 (an

intermediate position on one variable and positive on the other three),

except among Negro males, where the drop is to a still relatively high

64.2 percent. Scores of 6 are associated with college planning rates

of over 60 percent for whites and nearly 50 percent for Negroes. in

...-...*,-*m...*.oMo..awnoanwomv*..wmlnfIPP011t7JNPMPMCGIIIPMt718oMomrmau'......___._
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ing a positive influence (or-two with positive and two With intermediate

influencei), he tends to have an even chgnce or better. of being directed

4 -

'""

171

Pe"

towards college after high school graduation. At the "same time, only

about *one in 20 may dropout among those who receive this much pro-

(..aucation:influence from persons who serve as examples and advisors.

Continuing with Table XI.6, we see that middle-range index scores

are associated with substantially reduced educational goals and that

when scores fall to 2 or less,- the likelihood of being a potential.drop-
.

out far exceeds the chances of college-planning in-all race-sex groups.

In fact, when there are either at least three negative influences from

reference persona or two negative and two intermediate influences (i.e.,

a score of 2) those with college plans constitute fewer than one-tench

of the total. And around two-fifths or more may drop out. (Half or

: mere with scores of 1 are rated as dropout possibilities, except among

white males, wherethe percentage is 48.7.)

When we use PSE, rather than parents' edutation, in the. index,

the same generally strong positive relationship with level of educational

expectations appears (Table XI -7). An index score of 8 is associated

with just as high a rate of college planning for whites as was found

for maximum scores in Table X.14. And there is only one potential drop.

out out of 284 cases with a score of 8 in all four subgroups combined.

The percentage intending to go to college tends not to be as great as

in Table XI.6 for top-scoring Negroes or for those with moderately high

.
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scores' (6. or 7 in either race. But this may tie.smainly becau6e

high scores on the component PSE index are not as exclusive as are high

scores on. parents'-: education..: The oVeraI/ finding same in both

tables: respondents' edUcational goals tend"-to rise With increasing

7--prO.education influences from the combination of -reference persons. closest
tiY

to the respondent. 1.

Now the questiiii to ask is whether any particular referent is most

decisive inagfecting the plans of adolescents. Here we need:to look at

'the second parts of Tables X1.6 and 7 to See the relative effects of'

specific combinations of reference.person influences. Unfortunately, no.

clear answer is forthcoming from the tables. Thete is some evidence to

support each referent's claim to be a very important influence. It is

important to note, however, that there is a high'degree of interrelated-

ness among sources of influencer as indicated by the low number of cases

with all except one at the extreme.

In Table XI.6, the college planning of Negroes is affected most

adversely when either parente_education or friends' plafis runs. counter

to the other reference factors as the only non - positive influence. In

such a situation, around 55 percent expect to go to college, as compared

to 75 percent of the Negro males and 60 percent of the females who are

lacking only a positive sibling example in a generally favorable picture

of referent influences. There are too few cases to permit meaningful

comment on the effect of teachers' being the single non-positive factor.

We can also make no conclusion from Table XI.6 as to which single factor

will help elevate educational goals of Negroes most if all other refer.

ents contribute negatively to plans, although small numbers may here,
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again, be the cause of our. inability to see differential effects.

If in Table XI-6 the balance of evidence showed parents and

friends to be somewhat more important for Negroes. than teachers and.
. .

_ .

- siblings, the oppoite seems to be true for Negro females in.Table-511-7.

Friends do seem a-fairly significant factor for the _girls, and they re-

main much more important than teachers for the boys. But PSE, in re-

placing parents' education as the index of_parentalinfiiienqes seems
416_ a

relatively ineffectilie as a brake on ambitions if it is not favorable to

Kr

Y.

this ambition and all other referents are favorable. Once more, we have

too small differences and too few cases to discuss which one variable

can raise educational horizons the most when all others-are negative in

their influence onplans.

In studying the relative effects of referents on whites, we again

must focus primarily on what happens when all but one type of person is

positive towards education. For males, the college planning rate differs

little for those having one.,type of non - positive referent, as compared

to those having another. In Table X14, this percentage is between

85.0 and 87.6, depending on which referent is deficient; the percentage

when all. factors are positive is 94.7. In Table XI.7, the range is

someWha greater .. from 784 to 88.9 percent with a non-positive

influence from friends or siblings seeming to be associated with Slightly

lower college-planning rates. Among females in both tables, friends

stantiout fairly sharply as the one reference type which can, by itself,

adversely affect educational planning when all other factors are posi-

tive.

Other results not shown in Tables XI-6 and 7 also indicate a



:-
-: I -7-.7 -7 7 _ _

.

328

_surprisingly important place.for friends in the determination of students'

educational goals, at least for uhites. When there are only two positive

referents, college planntrig-is like/y- to WMaxzed for whiees-ifone'.
of these positive inftdencds eomes limn the school piens of friends, and

. _..z.,,,,...they are likely to be-minimized if friends' influence is-net positive.' . ..,--,...,...,

their friends and sib hugs are college-oriented, even though they do not

.

"
.

.
.

.

.
.

.
.

.For example; 75.6 percent of the white girls expect to go to college if
;...,...

-;'-'
4.

-
A

;,:.'--- 2.11.;.-

Z161:

get along particularly well with teachers and their-parents did not go
..._

toscollege. By contrast, only 29.7 percent plan for college if friends

and siblings do not. support such a goal. even if parental and teacher

factors are positive. in other cases for whites, however, it is the

influence of parents (as measured by PSE or education attained) that

combines with that of frienda to raise =lower the level of plans most

when the other two 'referents are contributing an opposite effect.

The picture is not so clear cut for Negroes. The combination of

college-oriented friends and college-educated siblings makes for a rela.

tively high rate of college planning -- a little over 40 percent in both

sexes .. when one measure in the equation is PSE. At the same time, non.

positive influence coming only frdm siblings and frienda is associated

with a relatively low rate of college planning under 25 percent for

both boys and girls. But with parents' education in the multi.variate

model, it seems perhaps most important although the cutting points

between categories of thxs variable may again be partly responsible. At

any rate, for the girls, college plans are relatively more frequent.

We ignore here all classifications with fewer than 20 casesbecause of the instability of percentages based on these numbers.

-.--.-.
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. (48.8 to 66.7 percent) in all three cases where parental college educe-

.

tion is combined with the positive influence from one of the other ref-

erents. The only exception to this for Negro boys is. where only.28.6.

.peicent babe college intentibns amotig-ihose with college-educated paienti

and-siblings, when triends and teachers supply a non-positive infltiencel,.,....,

,-,..4.-...

but sampling error could be an 'explanation for this, since the number of
gwi
,--;.;,,ivg: cases involved is only 28.

We couieout of the discuss-1.01.a reference-person influences- un-,.

4115

willing to specify a hierarchy of importance.. Obviously, the combination

of these variables is associated with large variations in the level of

educational planning. -But it is far from clear that any particular

referent makes. an- especial difference if he, she, or they run counter

to the influence being provided by other referents. For persons in-

terested in minimizing the educational goals of highschool students,

this would-seem to mean that at least a majority of reference sources

need.to be directing the child toward college for there to be a strong

chance that he will plan to go. It is a complex problem to be able to

structure deliberately a student's reference systeth to insure that posi-

tive influences will predominate. As the adults in the picture, per-

haps parents-aed teachers can be held responiible for working to ';her

- towards such a goal. .But, of course, this means that they both must be

. persuaded that this goal is .desirable.

Material Possessions and Value of Effort

Finally, let us look 'briefly at how one of the attitudinal in-

dexes fares as a predictor of plans when combined with social class.

It might be hypothesized that variations in the value of effort (VOE)

Erg
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would be more cloiely related to variations -in educational plans for

those having lower socioeconomic status. The norm in less .disadvantaged

groups is to expect to finish high- school and, often at: least, to go on.'

to college: Thus., for well=lituated.children it may not 'require the

-detertination that one can overcome adversity with hard work in order to

expect "to reach's high level 'of attainment!. Ott the other

hand, -purer children may have such expectations or ithitioris only if
they consciously 'resolve that they can rise. in life through -hard work.-

However, the data.of Table icz-8 are ra,!..'it, particularly Supportiire

of the above speculation. Within each MP level, there is.a tendency for

VOE
6

to be positively related to the likelihood of having college plans

and negatively related to the likelihood of being a potential dropout.

But it is impossible to say that this tendency is greater in. lower te
groups. It is clear, however, that throughout the table, material

posesissions is the stronger correlate of educational plans. For a

person with high MP has consistently greater likelihood of being serious

about college, even if he is low on VOL And .those high on VOE but low

on material .possessions are generally less likely to have college plans

than even.those with medium MP and low valuing of-effort,

tet us. look at Negro males as an example here. Forty percent or

more have college plans if they hire a Maximum number of possessions in

the'home and are either high. or medium on VOL Almost 40 percent (38.6

percent) have college plans even if VOE is lova, so long as MP remains

.

6
The Value of Effort index is subdivided here into tnree cate-

gories: (1) High -- score of 3-4; (2) Medium scare of 2; and
(3) Loy -ft score of 0-1.

Yet
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25; percent -occure.for those who do not' have ahigh-,VOE scoreto.go along

with a-Saddle:position on MP. Only 22.2 percent expect to go to college

331. .

high. The percentage drops slightly to 16.6 when'We.move to those

of meaium socioeconomic status and high VOE. A further drop:to just over
.

if they are in-the low N category, even if VOE is high. And. only.12;1-

'percent have these expectations Whin both MP and VOE is low,

though somewhat leds striking, patternwould be seen
.

.
.if-dropout possibilities were usedi'instesd' of college expectations, as

the measure of.eduCational planning. All In all, the value of effort.

can be seen as'a useful variable for predicting differences in ambition

within social classes.. We also certainly do not-rule out the possibility

that. this value.may even be one of:the'determinants of plans. But

social class is definitely superior as a predictor, and perhaps as an

explainer, of variations in plans for the sample as a whole. The socio.

economic status of a respondent seems to set certain limits on the like-

li.hoodof seriously entertaining particular types of educational plans.

A.variable such as VOE seems able to affect the level of planning only

within these limits.

Discussion and Summary

In this chapter, wehave tried to identify several variables,.

among those studied in this report, which are really most strongly cora.

related with the educational planning of our respondents. Some factors

have proved to be much more able than others to persist as successful

predictors, of the level of plans, even when other variables are held

constant. Socioeconomic status andthepro-education influence of such

"."7:0!
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referents as parents, and teachers have eutvived-as

_important correlates of plans. At the sametime, the association with

plans of place. of residence, family stability, size of familys and-re-

lations with parents- 'ave. proiricl to be laigely eipliiinable terms of

the other ysriables;. in other words, they do not .seem to have an inde-

pendent relationship with plans. 7
.

But, of course, strength of. correlation and ability to predict

are only part of our purpose in ;his report. .We-are willing to suggest

that the important predictors of plansare-also detertinants of these

plans. This is not to say that all of the causation is In-one direc-

tion certainly the indexes of friends' and teachers' influences

measure phenomena not necessarily antecedent to the developMent of edu

cational plans. But we feel that the key independent variables of this

study are probably important contributors to the maintenance of partic-

ular goals, even When-not to the establishment of these goals in the

first place.

To summarize-what we seem to have established in this chapter:

Higher educational ambitions (such as to' attend college or at least to

graduate from high school) are moat easily produced by financial security

in the home, cotbIned. with the demonstration of a positive outlook to-

wards education on the part of persons significant in the adolescent's

system of referents. The opposite conditions tend to produce lower edu-

cational goals.

7
This does not mean, of course, that this latter set of variables

is unimportant in explaining the entire process, They are related to edu-
cational plans descriptively, and may also set the conditions within which
the more immediate "causal" variables are produced and the situations
wittin which they are effective.
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Ile do not claim that theie key factors give-a-fool-proof formula

for insuring. that ambitions _reaches a high level. ilow does one manipu-

late these factors to maximize their positive effect on educationslplans?
" .

-
. .tie cannot be confident th-at most

students;'especia14.among"the'Negroes,

can easily be exposed to a predominanc.of factdis promoting high edu;

cational expectationi, even if we know what these factors 'would be.- One

might hope, however, that:this report couldstimulati thought on how to

tackle' this problem. At the same: time, we might more "realistically turn

our attention to raising.gbals even, when those determining factors cur-

rently seen as most important are opposed to high educational attainment

on the part of particuUr young persons. Perhaps this'can be done by

accentuating the positive -. playing up the featuresof a student's

environMent most conducive to high ambition, when most features are not

conducive. Or perhaps we must find substitute factors -- new conditions

that can be brought into the student's life to compensate for those con-

ditions that, till now, have fostered lessened ambition.

We are aware that other important influenCes on planning have

not been touched on here. One group of these are the academic "talent"

factors that have been discussed-in earlier chapters. .Certainly these

are crucial .- perhaps most important where other factors are incon-

sistent in their various effects on plans. Suffice'it to say that the

data do suggest that "talent" remains an important factor to be con.'

sidered in any complete multi-causal model.

"School context" is another wide-ranging variable that can be

expected to affect the development of plans, along with features of

.

' 4 - '

ri
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home and refereube systs. Here we. 'refit to the prevailing social

and psychologiCal.: atmosphere in a _school. The operation of a few
: -

aspects of this variable will now be wisinined briefly in Chapter XII.
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CHAPTER XI/

THE SCHOOL CONTEXT

There remains for us to discuss one set of conditions to which

students are exposed and which may help to explain inconsistencies in

the effects of other variables on educational planning. We refer, most

broadly, to the school context in which the respondent finds himself.

In previous chapters, we have extracted certain features of the

child's personal relationship to the school environment in order to see

how these features may have influenced planning. For example, relations

with teachers, characteristics of and status among friends, school

grades, and academic commitment have all served as independent variables.

But now we want to look at a few general or predominant features

of the school and of its population taken collectively to learn whether

certain types of schools have students who tend to be more, or less,

ambitious than one would expect them to be on the basis of their own

individual, characteristics. Sometimes, students in relatively favorable

circumstances are isolated in schools where they are a small minority.

Their "natural" tendefties towards high educational goals may be muted

by the prevailing atmosphere of disadvantage found in the school.. This

may explain some of the racial difference in educational plans often

found when we have compared whites and Negroes with personal and en-

vironmental characteristics most closely associated with high ambition.

Or, the "advantaged" but isolated student may find support . either

from eemall group of friends or from other referents .. for a strong
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reaction to the overall school context, with the result that ambition

is even reinforced.

At this point, we will examine only a few of the school context

variables that might be important modifiers of the relationships be.

tween plans and individual characteristics of respondents, to get some

notion of the utility of this type of variable. We use three kinds of

measures: (1) family: economic background of students, (2) residential

background of students, and ) typical sentiments of students about

their future education.

Family Economic Level

The major dimension used here to characterize the school popula-

tion as a whole is that of socioeconomic status, as indexed by the level

of material possessions that prevails in the typical student's home.

In Tables X114-10, we see that the social class level of a

school often, but not always, does seem to make a difference in the

degree of ambition displayed by various types of students. Schools

were classified into four categories, according to the percentage of

students reporting at least five (of six listed) possessions in their

homes. In Table XII-1, it can be seen that variations in the school

level of material possessions have little effect on the relationship

between individual'. MP level and educational plans. Comparing only the

top two school levels, there is some tendency for the low status

student to be more likely to consider. dropping out of school when

he is in the small minority in a high status school -- these are the

students who probably experience the greatest degree of exclusion

from the dominant peer group. On the other hend,:the status differential

411,'
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seems to have little bearing on college planning. Among Negro students

in the lowest level schools, college planning is more prevalent for

the high MP students when they are in the smallest minority -- the number

of cases is small but the differences are fairly substantial.

In general, however, it is clear that it is the individual eco-

nomic level of the student rather than the school level that has the

greatest effect on his school plans. Since the school level was derived

from the scores of students in each school, there is a high degree of

relationship between individual and school levels, but considerable var-

iation remains within school.

The following nine tables relate school economic level (MP) to

educational plans in conjunction with other variables previously examined

in this report. In each of these tables, there is evidence that students

in higher-economic-level schools tend to have more ambitious plans. In

36 comparisons (four race-sex subgroups for nine tables) using the

other "independent" variables as controls, we find dropout potential

decreasing fairly consistently as the school MP level rises and rate of

college planning increasing even more consistently for most "control"

categories. While less variation in economic level is observed in the

white schools (all in the two highest MP levels), the relationship be-'

tween school economic context and plans appears somewhat stronger for

white students than for Negroes.

Contrary to what had been anticipated, there is almost no

evidence that a low-ranking student in a high status school has his

ambitions depressed by his relatively unfavorable position -- there is

more evidence for the reverse. On the other band, the findings indiate

that the ambitions of. the high-ranking student are higher if be is in a
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school where he receives most support for his own ability and aspiration

level. The greatest differences in plans for the various control vari-

ables are found among students in the highest level schools,.

Residential Background of Students

Do the determinants of educational plans differ in schools domi-

nated by urban, as compared to rural, students? The answer seems to be

"to some degree" if we look at Tables XII41144. We shall just briefly

summarize the findings.of each table.

Among whites, at least, there seams to be a tendency for urbanites

to be somewhat more college oriented if they predominate in a school

(Table XII-11). Farm children, on the other hand, seem somewhat less

likely to plan on college.if their schoolmates are mainly other farm

residenzs. The dropout tendency shows no interpretable pattern for

whites in Table XII-11, but the weak overall impression obtained from

the table is that when urban and nonfarm Students predominate in a

school, educational goals are likely to be higher for white boys and

girls, whatever their own residential background might be. This in*

pression does not seem to hold for Negro farm youth, however. They

seem no less likely to have college intentions if they to school

mainly with other farm children; in fact, the males may be somewhat

better off than if their schoolmates are mainly from the towns or from

other non-farm residences.

Material possessions continues to be highly related to the level

of educational planning, even when we control for the predominant type'

of residence of students in a school (Table XII-12). But comparing

.a
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control categories, we find that children with a maximum number of

material possessions in the home are somewhat more likely to have
- 7fril

college plans if they attend school in a farm community -- here,, more

than in any other type of school, the-relatively affluent student is

apparently in an elite position, Wed; makes- college -going fairly likely.

On the other hand, the low MP student in a farming-community school

seems slightly less often oriented towards college than the low EP stu-

dent in urban or other non-farm school contexts. What Table XII.12 indi-

cates, then, is that in farming comaunities social class best differen-

-tiates those with high.probability of planning to go Co college from

those whose probability is low. We need to note that thisis less-

clearly true for Negro females, but this may be due to the small number

of high MP Negro girls in our sample who go to farm based schools.

There seem to be two points worth noting about. the effects of

parental support for education, when predominant residence of students is

also considered (Table XII-13). First, the percentage of potential

dropouts is especially high among those with low PSE in schools where

most students live on farms. For example, this percentage is 55.0 for

Negro Males, as compared to just about 37 percent for those with low

parental support in non-farm-based.schools. Residential background of

students has essentially no effect on the likelihood of dropout inclina-

tions among those with high PSE.

Second, among whites only, there is a definite progression of

more frequent college planning for those with low PSE as wt shift from

farm -based to urban-centered schools. The pattern is not clearly seen

for those with high parental support, although high PSE white girls
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from feral-bilged schools are also relatively low on college planning, as

compared to white girls from other school residential contexts.

In general, the predominant residence of students seems to have

its greatest impact on the association of academic commitment with edu-

cational plans (Table XII-14), amang those relationships examined in

this chapter. Given that a student is high or low on commitment, his

chanced of being a college planner are consistently greatest if.he

attends a school with mostly urban childrent-and these chances are rela-

tively law if the student body comes mainly from farms. Moreover,

among those with low AC, dropout potential is usually high in farm-bred

schools and relatively low'sihere students are from urban areas. This

is also true for Negroes with high commitment, but among high -AC whites,

the urban -aural school context distinction seems to have no impact on

dropout potential .- it is between 3.0 and 7.8 percent in all cases.

Thus, we find that the predominant residence of students appears

to have varying, but at best moderate, influence on relationships noted

earlier between educational planning and assorted independent variables.

After ignoring a number of exceptions, we might conclude very tentative-

ly that some slight to moderate advantage -- in elevated educational

ambition --"is likely to occur for those who attend schools where stu-

dents are predominately urban or at least not from farms. Of course,

this may be more reflective of the quality of the schools than of the

type of students who.come into them.

Predominant Educational Goals
of Students ge

The schools in our sample vary, of course, in the proportions of
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their students who plan to go on to college or who are inclined to drop

out before graduation. The question arises as to whether these varia-

tions affect the usual relationships between educational planning and

the independent variables of this study. It is quite conceivable that

in schools where high ambition-predominates, students who might other-

wise not be planning for college will be swept along in the tide towards

higher education. At the same time, persons whose own characteristics

are most typically associated with at least high school graduation plans

might not develop these plans in a school where #ropping out Ss a fair-

ly normal expectation,

Again, we shall explore these questions only superficially at

this time enough simply to get an idea of whether a "snowball effect"

does develop from the prevaling educational aspirations or plans of stu-

dents in a school. It must also be noted at the start that any trends

that do emerge could just as easily be attributed to other uncontrolled

factors factors that help to make a school one of high or low ambi-

tion in the first place -. rather than to any "contagion" of particular

educational goals in a school. Still, if there are discernible patterns,

this any indicate that school context exercises differing degrees of

influence on different types of students:

We-divide schools into four categories according to the percent=

age of college planners in the student body. (The percentage is come

puted separately for each sex, but the cutting points remain the same

for all race-sex groups.) On the dimension of potential dropout per-
.

centege, three categories of schools have been constructed.

Tables X11.15-22 show some from "school context," but the
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influence never matches that of the independent variables: social

class (MP), parental support for education, academic commitment, and

friends' future school plans. These last variables generally continue

with undiminished strength as successful predictors of respondents' -

plans, even when we control for the level of educational goals that pre-

dominates in a given school.

Thus, we see in Tables XII -15 and 16 that a high material pos-

sessions score is consistently associated with higher educational amps

bition, regardless of how prevalent dropout or college-going intentions

are in the school. In fact, we find few really striking differences in

the percentage of college planners for a particular ZIP level when the

school context varies. For example, about a third of the Negro girls

with maximum MP scores have strong college intentions, whether they are

in schools where such intentions are fairly common or relatively in.

frequent (Table XII-15).

It is true, though, that among those with low MP, college plan-

ning does tend to rise in frequency as the proportion with college plans

in a school increases. This pattern, while not overly strong, is found

for all race-sex groups. It suggests that those with low socioeconomic

status may definitely benefit from being in a school environment where

college-going is more or less the normal expectation. Except among

white females, the college-planning rate for those with high MP does

not change much, even when the proportion with such plans in a school

changes.

We see in Table XII-16 that the likelihood of possibly not grad-

uating is somewhat more strongly related to the potential dropout rate
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of a school. Except among low MP white males, there is a definite

tendency for students of a given socioeconomic level to vary in drop.

out proneness, according to the overall prevalence in a school of in-

clinations to drop out.

Let us turn briefly now to. the three other independent variables

examined in conjunction with school planning norms in Tables

College planning seems.to vary more for those with weak parental support

for education, when the college-planning rate of a school varies (Table

XII-17) a finding similar to that of greater effect of school norms

on those with low NP. Likewise, it seems that the probability of drop.'

ping out may be more dependent on the prevailing situation at school,

for those with low PSE, as compared to those with high PSE (Table'

XII-18). The latter seem relatively immune to early school-leaving

tendencies, regardless of what most of their schoolmates are considering.

School context effects are nearly always present, but the factor

of academic commitment remains of greater significance in Tables

X11-19-20. Even in schools where the proportion of college planners is

lowest, those with high academic commitment count a higher percentage

with college intentions than we find for those with low AC in the most

college-oriented high schools. Converselytseriousconsideration of

dropping out-is never so frequent among those with high AC as It is

among these with low AC, even in low-dropektpotential schools. Never-

theless, it is certainly true that for a given level of commitment, the

college-planning likelihood does' increase as such planning becomes more

of a school norm. The dropout potential is increased for students of

a given commitment level if they attend high-dropout.risk schools.
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Finally; similar results are found when friends' educational plans

is the independent variable used along with the control variable of edu-

cational planning norm in the school (Tables III-21.22). It is still

generally true that the level of respondents' educational goals is

likely to be higher when friends are viewed as more ambitious regard-

less of the school norm for planning. But one can also note, to a lesser

degree, a consistent pattern in the variation in plans, according to

what the school norms are. Even if most friends plan to go to college,

respondents are relatively less likely to have such plan') if the student

body is especially low in percentage oriented towards college. For

whites, at least, the trend moves all the way through the various cate-

gories of schools, with college planning increasing as general student

norms become more.favoreble towards college, controlling, of course, for

the type of plans one's friends have. In Table XI/-22, we see essentially

the same picture for schools with varying dropout potentials. For a

given level of friends' plans, the likelihood of being a potential drop-

out increases steadily as the school's students become, collectively,

more dropout prone. For whites, this tendency appears greatest for

those whose close friends are inclined towards dropping out, but for

Negroes, the pattern is equally noteworthy for those having friends

with different levelo of future educational plans.

Smeltery

The data in this chapter indicsias that the "school context" may

contribute something to the determination of students' educational plans

above and beyond what is brought into the situation by factors more ism.
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mediate and personal to the individual student. Without v-tater con-

trolling than we have used hers, our findings can be only suggestive.

They point, in general, to some raising of amibitionwhen the predominating

educational goals of students Ina school are relatively high. Also,

planning levels tend to rile, especially for already "advantaged"

dhildren, when students'In the schOol generally are of fairly high socio-

economic status. And urban-based schools seam to add something to the

level of ambition of students, except that high socioeconomic status

respondents tend to be eV= more ambitious if they are among an elite

group in farm.based schools.

For some proportion of students, stimulation from the "school.

context" may help to develop higher levels of ambition than would be

likely to occur from other influences alone. Of course, practical con.

siderations may require some division of students into separate cur-

ricula or "tracks." But there is still much room. for arranging enroll-

ments in schools, in many courses,and in extra-curricular activities so

that all students are exposed to as large a number of positive "school

context" conditions as possible. We have just sampled inadequately

from the kinds of conditions that may be moat important. A more com-

plete analysis incorporating the effects orparticular school offer-

ings, the social status structure within the student body, and many

other within - school and community conditions -- might indicate the most

crucial ways in which "school context" should be considered in programs

to raise the educational horizons of students.
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CHAPTER XIII

SUMMARY AND CONCLUSIONS

The source of ambition has been attributed to a number of factors.

In the present study, we have attempted to document the relationship

between many of these factors and one aspect of ambition -- that per-

taining to the educational goals and plans of adolescents.

Our focus has been on high school students (grades 9-12) in the a)

Southern United States, with particular attention paid to Negro youth.

Altogether, nearly 16,000 boys and girls from 17 counties in four

Southern states -- Alabama, Mississippi, North Carolina, and Virginia --

were surveyed by means of a questionnaire. They were asked about the

amount of education they expected to receive in the future and about

other facets of their life that might help explain the level of their

ambition. With additional information obtained from school records for

many of the students, a detailed picture emerges of the background and

future educational plans of a large segment of Southern youth.1

1 Our sample includes only students in attendance during the

1963-64 school year. Since the number of previous dropouts in any age

group is not known, we cannot make accurate achievement estimates for

any total cohort of studehts. However, our then interest has been in

studying variables associated with. educational pleas, and earlier drop-

outs can be assumed to be predbminately similar to those in the lowest

aspirations categories in our analysis; their exclusion does not material-

ly influence our relational conclusions. Further assurance in thrs re-

gard is provided by finding that relationships are generally similar for

all grade levels, regardless of differential loss by dropout.
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Our data indicate that, in general, white high school students

are considerably more likely than Negro students to have firm intentions

about going to college. Over two-fifths of the white males and almost

two-fifths of the white females in our sample state that they will at.-

tend college in the year after high school .graduation, while this is

true for only about 20 percent Qf the Negroes of either sex. In both

races, there is another group of fewer than 10 percent of the males and

five percent of the females who may attend college at a later date.

At the other end of the plans continuum,dropping out before high school

graduation is contemplated by almost one-fourth of the Negro boys, by

about one-sixth of both white boys and Negro girls, and by about one

in seven among the white girls.

Generally, the same factors are found in both races to be related

to educational planning, although there are some differences in

specific aspects of these relationships. tie follow with a brief over-

view of the more noteworthy of these findings.

Not surprisingly, indexes of scholastic ability and academic

commitment, as well as reported school grades, are strongly associated

with level of ambition. The more able, more interested, and more suc-

cessful student is much more likely to plan on finishing high school

and to expect to go to college.

Several indexes of soioeconomic status display a strong relation-

ship to planning. For example, among Negroes with a maximum number of

6 listed material possessions in their home, about 40 percent plan on

college and 13.6 percent of the boys and 8.5 percent of the girls have

some inclination to drop out. But among those with no more than 2
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possessions, over one-fourth may drop out and only about 10 percent

appear firt in their college intentions. A similar picture occurs for

whites, except that college planning is somewhat more frequent in the

highest SES group, and dropout tendencies shoi up somewhat more frequently

in the lowest SES group. Indeed, a greater proportion of the racial

difference in educational planning is accounted for by this variable of

socioeconomic status than by any other single variable in our study.

The importance of parental influence is also evidenced in the

results of this study? Children whose parents manifest the greatest

interest in and support for education are more likely to have relative-

ly high levels of ambition. Foi whites, this means that the most

encouraged children have a high likelihood of expecting to go to

college. For Negroes, high school graduation is more often the ulti-

mate goal for those receiving the greatest parental support, with the

dropout potential increasing for those with less support. It is also

true that children in the sample are more likely to plan for college

and less likely to consider dropping out if they think of themselves

as close, yet respectful, in relations with their parents and if their

parents are seen as falling somewhere between the extremes of authori-

tarian and laissez faire when it comes to parent-child decision-making.

Moreover, relatively lofty educational aims are more often found for

those whose parents are reported as reasonable in their rules, clear

in their expectations of the child, and happy in their marriage. In

2 These influences, of course, tend to reflect social class

background to a large degree.
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sum, the boy or girl who feels happy. end secure psychologically and

materially in his home life and who-receives actual encouragement from

his parents about academic matters is much more likely to be planning

to obtain the larger measures of education increasingly required in

our society.

Qther characteristics' that tend to be associated with high levels

of educational expectations are (1) having a small number of siblings,

(2) having siblings and friends who are academically oriented, (3) be-

longing to a high-status friendship group at school and having high or

secure status within this group, and (4) having good relations with one's

teachers. Also, optimism about the future, confidence in oneself, and

a faith in the value of effort in affecting one's fate are additional

features that appear more often in the profile of the educationally

ambitious student.

Itisaleotnetut boys and girlain our sample from rural areas and

from broken homes tend not as often to plan for high levels of education.

But when students from homes of equivalent socioeconomic status are

compared, the urban-rural difference virtually disappears; in other

words, the ovarall advantage for urban students may be due simply to

the more frequent occurrence of poor economic conditions in rural life.

And family intactness makes little difference in plans, once one controls

for the degree of support for education received from the person or

persons now fulfilling the parental role -- with encouragement, the

child is relatively likely to have high goals, even if that encourage-

ment does not come from both real parents.

sr-17-77""rarr! -454-110,594r-
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Having measured the level of plans in our sample and having

catalogued many of the key correlates of these plans, we must turn

attention, briefly to one of the original interests of this study -- a

comparison of Negroes and whites in their academic goals. We have al-

ready noted that,overall, whites are quite a bit more likely to hiVe

college plans and slightly less likely to have serious thoughts about

dropping out. Moreover, it usually appears that when some factor is

associated with elevated eduCational goals, the association is with

college planning for whites and, more typically, with firm intentions

not to drop out of high school for Negroes. The percentage haVing college

plans is equally low in both races and the rate of potential dropouts

is sometimes even higher for whites among those at the "low" end of

dimensions correlated with planning. But as we move towards the more

advantaged end of the continsum(e.g., from low to high parental support

for education, from poor to very good relations with teachers, etc.),

the frequency of college planning tends to rise more sharply for whites;

while the reduction in dropout-proneness is more nearly the same in

both races.

A partial explanation for this may be found in the levels of

education attained by parents of the students in our sample. The educa-

tion reported for Negro parents is considerably less, on the average,

than that reported for whites. In this situation, it is quite possible

that high school graduation means the same to many Negroes as does

college education for many whites -- a significant advance over the

previous generation. To strive for this is, in itself, a mark of strong

ambition.
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In addition, our data suggest thdt the phenomenon of the "in"

student -- one who is fully oriented towards total involvement in the

educational system -- is much more common among whites. This is not

because of any evidence of Negroes being "outcastes" in previously all-

white schools, since in 1963-64, virtually total segregation still pre-

vailed in the schools of the sample. The "in" student we.refer to is

one whose class background, parental influences, and relations with

friends and-teachers all serve to direct him into making the school and

education a central focus of his life. Just looking at one factor at

a time, we find Negroes generally heavily overrepresented at the "disad-

vantaged" end of dimensions correlated with educational planning? The

likelihood is much greater, then, for Negroes -- even when they are

"high" on one dimension -- to be exposed to one or more other influences

which will detract from total commitment to education. The goal of

college is more difficult to sustain without this total commitment.4

Thus, we see Negroes both overrepresented in thc'groups that

have relatively low ambition in both races and relatively less likely

to plan for college even when they do enjoy advantaged status on some

dimension correlated with ambition. We should note that the racial dif-

ference in the extent of expressed desire for a college education is not

3 For example, about 60 percent of the whites and only 20 percent
of the Negroes claim possession in their homes of all six material ob-
jects listed in a socioeconomic status scale. The percentages are re-
versed for those reporting no more than four of these items in their
homes.

4 Our index of "academic commitment" really measures only interest
in high school studies and, not commitment to the educational system in
its entirety, both socially and academically from public school through
college.

-.11141111111-1i1.1111.11
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so great. But the crucial measure of actual planning for college in-

dicates that Negro youth (at least in the communities sampled) will in

the future be, like their parents, underrepresented in the ranks of

the better educated. From these ranks will come the occupants of the

jobs newly created by our current technological revolution, And poverty

and unemployment are likely to continue to be more common among Negroes,

with existing problems of race relations exascerbated by the continuing

racial gap in educational preparedness for modern economic opportunities.5

But perhaps our findings do suggest means for ameliorating the

situation -- so that the racial gap in ambition can be-narrowed, and

at the same time, more persons of both races can be moved to maximize

their potential through more education. It is clear that higher goals

are most easily developed when economic security prevails in the home

and when a positive orientation towards education occurs among those

persons belonging to the adolescent's system of referents. Various

on-going and proposed welfare measures promise more material benefits

for those least well off in our society. It is to be hoped that all

of these programs will soon be in full operation and that they will be

successful.

But it will require more personalized effort to insure that the

reference systems of adolescents are conducive to high educational goals.

5 Educational aspiration level, with which we deal, is
obviously only one of many important elemehts that affect the opportuni-

ties that will be available to an individual. Among other elements

is the closely related one (also of special interest to educators)

of possible differences in the _qualityof
4
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The burden for this falls on those adults who shoald be most concerned

about the child's future -- his parents and his teachers. When the

parents default, the teachers must bear an extra responsibility in

encouraging the child to utilize his talents fully and in compensating

for those negative influences which may be pulling the child in the

opposite direction. While we have found some relationship betro:-..n

strong ambition and "getting along well" with teachers, it is not

enough for most children to-have friendly relations with their teacherst

Zt iw as irsToranto we auggezt, for inatruction to be challenging -- not

satisfied with effort below the capacity of the individual student --

but also understanding and rewarding.. In this way, the child can see

the possibilities and benefits of breaking away from those conditions

and influences which might ordinarily shackle him to a future below his

potential. Although our examination of school context effects in

Chapter XII is too superficial to permit any major conclusions from it,

we are convinced that the school environment is an important factor in

determining the future plans of many youngsters and that it-could play

an even more important positive role, with more imaginative effort on

the part of school personnel. Certainly an increase in the size of

faculties, with a concomitant reduction in the pupil/teacher ratio,

would seem an essential measure needed to permit instructors to give

more individualized attention to their students.

In closing, we must acknowledge a bias on the part of the authors.

We have tended to stress the importance of increasing the educational,

horizons of today's youth. This has led to an emphasis on factors

that contribute to college planning or et least to intentions to finish

.----.............---as....,.....ficursonummunawammicararnaariMMUIFIIMMIULIMMUIRMIIMMOratrawrianosturomustrAghltiMWT
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high school. We have not meant to imply that everyone should go to

college or even complete high school. Nor do we wish to derogate the

potential contribution to our society from those with less than a

complete secondary or college education. But it is a fact of the world

today that more and more jobs are available only to those with high

levels of training, and unskilled labor is becoming less in demand.

For this reason, as well as to reduce the differences (and possible

areas of conflict) between identifiable subgroups in the society, we

must continue to devote special effort to raising the levels of educa-

tional expectations and goals of large numbers of boys and girls. With-

out this effort, many of the most desirable jobs of the future will go

unfilled, while many of tomorrow's adults will be under- or unemployed --

not using the talents that could have been developed in them. This

would not be "The Great Society."
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41.

YOUTH SURVEY 316
I
are being asked to give us your help in a scientific study being done by the Institute, for Research in Social Science at the

c'ersity of North Carolina. Junior and senior high school students in several States are aidir.g us by filling out this question-
Many of the questions deal with your interests and future plans; others have to do with people you know. We think yourfind the questions interesting to answer.

This is not a test, so there are no "right" or "wrong" answers. Any answer is the right answer if it is the true answer foryou.
No one at this school will see your answers. Cover your own paper and do not try to look at anyone else's. When you finish,
your questionnaire will be sealed in an envelope with others from your class and will be taken directly to the University of
North Carolina. No one except research people working on this study will ever see your answers or know what you say. We
[will respect and protect your confidence completely.

'lease answer every question, after reading it carefully. Check the answer that comes closest to what you think. If you come
across a question that you simply cannot answer because it does net apply to you, put an "x" beside it and leave it blank.

Most of the questions require check-marks (V) to show your answer. Please be careful to check between the lines, so we can
:tell which answer you meant to check. Except where you are given other directions, you are to check only the one answer
rhich col closest to what you want to say.

What is the name of your school?

What grade are you in?
1. 9th
2. 10th
3. 11th
4. 12th

Your sex?
. Male

2 Female

How old were you on your last birthday?
years old

Are you living with:
Both real parents
Mother and stepfather

3. Mother only
4. Father and stepmother

_5. Father only
6. Grandparents
7. Other relatives
8. None of these

All together, how many people are now living in your
home?

NOTE: IF YOU ARE LIVING WITH A STEPPARENT,
ANSWER ALL REMAINING QUESTIONS AS IF
HE OR SHE WERE YOUR REAL PARENT.
ALSO ANSWER FOR STEPBROTHERS AND
STEPSISTERS AS IF THEY WERE REAL
BROTHERS OR SISTERS.

12. F.-w many grades of school did your father complete?

. No regular schooling
2. Less than 7 years
3. 7 to 9 years
4. At least 10 years, but didn't graduate

from high school
5 Graduated from high school
6. Some college
7. Graduated from college
8. Don't know

13. How many grades of school did your mother complete?

. No regular schooling
2. Less than 7 years
3. 7 to 9 years
4. At least 10 years, but didn't graduate

from high school
Graduated from high school

6. Some college
7. Graduated from college
8. Don't know

1



14. About how often do your parents (one or both)
church?.

. More than once a week
About once a week

8 About twice a month
4. About once a month
5. Several times a year
6. About once a year
7. Less than once a year

15. About how

2.

3.
4.
5

6.
7.

often do you go to church?
More than once a week
About once a week
About twice a month
About once a month
Several times a year
About once a year
Less than once a year

16. Were your parents brought up on a farm?
1 Yes, they both were
2. Mother was, but not father
3. Father was, but not mother
4. Neither was

17. Where do you live now?
1. In a city or town
2. Outside of town, but not on a farm
3 On a farm-less than 25 acres
4 Farm-25 to 100 acres
5. Farm-over 100 acres

go to 18-22. Which of the following things do you have in
home?

(1) (2)

Yes Nei

Telephone
Hot running water
Daily newspaper
Electric washing machine
Television set

23. Do your parents have an automobile?

1. Yes
_2 No

24. How many rooms are there in your home?
(Count kitchen, but not bathroom.)

25. Does your father earn his income from farming
from sonie other kind of work?

1. Entirely from farming
2 Mostly from farming
3 Only partly from farming
4 All fix= other kind of work

26. Which of the following comes closest to describing the kind of work your father does? (If he is retired or not living,
his former job.) The examples are just to help you decide.

1 Is a tenant farmer, farm laborer, or farm renter
2 Does laboring work, such as a plumber's helper, hod carrier, restaurant helper, or other unskilled work

3. Is a service worker, such as a barber, waiter, letter carrier, or household servant

4 Operates a machine or does mechanical work, such as a garage mechanic or a machine operator in a
factory
RIMS a farm which he owns

_6a. Is a foreman in. a shop or factory
-6b. Works at a skilled trade or craft, such as a carpenter, electrician, or printer
7a. Is a sales worker, such as a clerk in a store or a salesman

sho

I

I

7b Is a clerical or office worker in a business, government agency, or other organization; for example, a bookke
accountant, or postal clerk

8. Runs a business of his own, likes store, factory or a construction business
9. Is a manal er, official, or executive in a business, government agency, or other organization

0 Is a professional worker, such as a lawyer, scientist, engineer, architect, doctor, teacher, etc.

x. Is unemployed

26a. To give us a better ides of your father's work please tell the exact name of his job and describe what he does on this

2
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Is your Mother employed outside the home, at the
present time?

. No
2. Yes, part time

Yes, full time
If your mother has ever worked to earn money, please
tell what kind of work she does (did) ?

How does your home compare with the homes of other
young people you know?

1 My home is neater and cleaner than most
It is about average

3. It is less clean and neat than the.average

What kind of courses are you now taking in school?
Business education courses
Vocational education courses, such as shop,
home economics, etc.

3 General education courses
4. College preparatory (academic) courses
5 Some other special type of coursesWhat?

6 I am not taking any special kind of courses

Approximately what grade average did you make
last year in school? (1962-63)

F
, D

C-
4 C
5. C+
6. B-
7. B
Q. B+

._47. A.
0 A

In general, what do you consider to be a satisfactory
grade, for you?

I really don't care much
2 Any passing grade
3 Average grade is O.K.
4 Want to be above average
5 Among the best in the class

Do you really try to get good grades?
Don't try
Try a little
Try quite a bit
Try very hard

2

4.

33. How interested are you in most of your schoolwork?
Not at all interested

2. A little interested
Ai Fairly interested
4 Very interested

34. Do you ever feel that going to school is a waste of
time?

. Yes, most of the time
2 Sometimes
3. Once in a while
4. Never feel this way

35. How often do you finish your homework?
Never

2. Once in a while
3 About half the time
4. Most of the time
5. Always

36. On the average, how much time do you spend study-
ing outside of school each day?

. None
Less than 1 hour

3. 1 to 2 hours
4. More than 2 hours

37. Suppose a student had to choose between being an
excellent student and being very active in extracur-
ricular activities. Which would you most like to be?

. The active, popular type
The serious student type

3 Some of both, but more the active, popular
type

4 Some of both, but more the serious student
type

38. How many school extracurricular activities do you
take part in?

39. Do you plan to stay in high school and graduate?
1 Definitely not

Probably not
3. Yes, probably
4 Yes, definitely

40. How sure are you that you will carry out these plans?
1 Not sure
2. Fairly sure
3 Very sure
4. Absolutely sure

..44444040444111{44411



r

41. If you could quit school and get a job that paid $80 a
week right now, what would you do?

..-1. I would definitely take the job
2. I would think seriously about it, and might

quit school
3. I would think about it, but probably stay

in school
4.. I would definitely stay in school

42. If you had to .quit school and go to work this year,
would you try to come back later to finish up?

1 I would definitely not come back
2. I'm pretty sure I wouldn't come badk
3. If I got a real good job, I wouldn't come

back
' 4. I would try pretty hard to come back

5. I would come back if at all possible

43. Are you ever jealous of kids who have dropped out
of school and are working or having a good time?

1. Yes, often
2. Soinetimes
3. Not very often
4. Never

44. In general, do you like your teachers and get along
with them?

1. Yes, very well
9 Fairly well
3. Not as well as I might
4. Not well at all

45. Do you ever wonder whether you have the ability to
do good work and finish high school?

1. Yes, often
2: Sometimes
3. Very seldom
4. NeVer; I know I can do it

46-47. List the most important- reasons why you are now
going to school.
1.

2.

3.

48-49. If you were to drop out of school, what would be the
main reasons?
1.

2.

3.

50. In general, what do your parents consider to be sti
factory grades for you?

1 They really don't care much
2 Any passing grades
3 Average grade is O.K.
4 Want me to be above average
5 Want me to be among best in class

51. What do your parents do if you do not get the kin
grades they think you should?

. They don't do or say anything
2 They talk with me about it
3 They bawl me out
4. They punish me in some way

52. If you don't do your homework, what do your par
do?

1 They don't say anything, and they d
usually check on me

9 They tell me I should, but don't do
thing about it

3. They say I should, and get after me
don't

53. Do you think your parents really understand what ;

are doing in your school work and what you are
ing to learn?

No, don't understand much
9 Just partly understand
3 Understand fairly well
4. Understand very well

54. In general, how interested would you say your pare
are in how well you do in school?

1. They don't really care
9 Interested a little
3. Somewhat interested
4 Very interested

55. Which would your parents rather have you be: popt
and in a lot of school activities, or a serious stuck,

1 The active, popular type
R. The serious student type
3 Some of both, but more the active, po

lar type
4. Some of both, but more the serious

dent type

56. If you really wanted to quit school what would
parents say about it?

1. They wish I would quit
2. They really wouldn't care
3. They would try to talk me mit of it,

wouldn't keep me from it
4. They would be very disappointed

would try hard to keep me from it
5. They wouldn't let me quit



. How many OLDER brothers and sisters do you have?

. How many YOUNGER -brothers and sisters do you
have?

Do you have any brothers or sisters who dropped out
of high school?

. No
2. Yes (How many?________)

Do you have any brothers or sisters who are still in
high school?

.
I No

_____2. Yes (How many/ )

Do you have any brothers or sisters who graduated
from high school?
--1 No

2 Yes (How -many/ )

Do you have any brothers or sisters who went to col-
lege, or are in college now?

1 No
2. Yes (How many? )

Do you expect, to continue your education or training
after you finish high school?

. No, I don't plan to
2 Yes, after I've worked to make some money
3 Yes, after- I've been in the armed forces
4 Yes, as soon as I finish high school

. What kind of further training, if any, do you expect
to get beyond high school?

0. Don't expect to get further training
1 Beauty or barber college
9 Regular college or university
3. Junior (2-year) college
4 Nursing school
5 Business or secretarial school
6 Technical training in the armed forces
7. Industrial education center

I. What do you expect to be doing a year and a half
after you leave high school? (If you aren't really
sure, check what you think you'll be doing.)

1 Attending an industrial training center
2. Attending a special school such as nurs-

ing, secretarial, business, barber, technical,
etc.

3 Working (not in the armed forces)
4. In the armed forces (Army, Navy, etc.)
5 Attending a regular 4-year college
6 Attending a junior (2-year) college
7 Housewife; not otherwise working

5

65. What do your parents want you to do after you leave
high school?

1 . Get a job
2. Go into the tamed fors
3 Continue my education in a special school

such as technical, business, secretarial, etc.
4. Continue my education in a regular college

or university
5. They don't care much which way I decide

66. If you had a chance to go to a regular college or jun-
ior college after high school, would you like to go?

1 No
2 Probably not
3. I'm not sure
4 I might want to
5. Yes, definitely

67. What do you think the chances are that you really will
go to college?

1 No chance at all
R. Not much chance

_3. About 50-50
4. I'll probably be going
.5 I'm definitely going

IF THERE IS ANY CHANCE YOU MIGHT GO TO A COL-
LEGE OR A JUNIOR COLLEGE, ANSWER THESE NEXT
QUESTIONS; IF NOT, SKIP TO QUESTION 77.

68-70.

A: If you were to go to college, would you prefer one
that had:

. More than 2,000 students
2 1,000-2,000 students
3. Under 1,000 students

B. If you were to go to college, would you prefer one
that was:

1 In my home state
2 In another state in the South
3 Outside the South

C. If you were to go to college would you prefer one
that had:

1 Only students of my own race
2 Mostly students of my race
3 Students accepted without regard to race

71. How would you expect to pay for your college educa-
tio'i? (CHECK THE ONE BIGGEST SOURCE OF
HELP.)

1 An athletic scholarship
R. An academic scholarship
3 Pll work to pay my own expenses
4. My parents will borrow the money
5. My parents have the money saved

_....._6 My relatives will send me
7. I don't know



72. How much of your college expenses
ents pay?

None
---2 Less than half

2, About half
4. Most of my expenses
5. All of my expenses

73. When did- ___1
9

3.
4

would your par-

you decide that you wanted to go to college?
I always just assumed I'd go
Before I entered high school
_In the 9th or 10th grade
In the 11th or 12th grade

74. Have any of your teachers ever told you personally
that you ought to go to college if you possibly can?

1 No, not that I remember
2. Yes, one of them has
3 Yes, several of them have
4. Yes, many of them-have

75-76. List, in order of importance to you, the three main
reasons why you might go to college or junior college.
1.

2

3

EVERYONE ANSWER ALL REMAINING QUESTIONS.

77-78. If you do NOT go to college or junior college after
finishing witl high school, what would be the main
reasons?
1

2

3.

B7. Have you thought about the kind of work you would
like to do when you finish school?

1./No, never
9/

/
Not very often

3 Frequently
4. Very often

B8. Do you have a very clear idea, right now, of what
kind of work you would really like to do?

. I don't know what I'd like to do
2. Have thought about several things, but

have not decided
3 Have a fairly good notion of what I want

to do
4 I know what I want to do.

6
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B9. What kind of work do you think you would most vI

to do, if you could get it? (Tell enough about it s4
know exactly what you are thinking of.) ::

I

1

B10. Do you think you will be able to get the kind of c
you really want to do, when you are ready to eai
living?

1. Probably not
2. I don't know
3 I'd have a fair chance
4 I probably can
5 I'm sure I can

B11. If you do NOT get the kind of work you really wi
what do you think you are most likely to end up dot

B12. If you could NOT get the kind of job you would re'
like to have, why do you think this would happen

i
i
4

B13. How do you think your chances of getting a good
will compare with chances of, other persons your
and sex?

. Much worse
2. Not as good
3. Same as anyone else
4. Little better than average
5. Much better than most

1314. Do you think that the amount of education you
will have anything to do with your getting the
you most want to have?

. No
2. A little, maybe
S. Quite a bit
4. Very much
5. Will be most important thing

B15. How much have you thought about this?
. Never thought about this

R. Once in a while
3. Quite often
4. Very much

c

1
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How much education do you think you would need B21. How close do you and your mother feel toward each
to get the job you would most like to have? other?

1 I don't know 1 Not at all close
2. Have enough education now 2 Not particularly close
3 Would need to finish high school 3 Moderately close
4. Would need special training after high 4 Quite close

1
7 school 5 Extremely close

5 Would need to go to college

B22. Do you feel that you can talk over your personal prob-
If you thought that going to school would not help you
get a better job, would you want to quit school? ______1 None of them

1 Yes, definitely

lems with your mother?

2. Very few of them
2 I'd seriously think about quitting 3 Some of them
3 I'd have mixed feelings 4 Most of them

I4 Would probably want to stay in school, 5. All of them
anyway

__5. Would definitely stay in school, anyway B23. Do you and your mother have many of the same kinds
of interests?

1 NoneHave you ever talked with your parents about what
kind of work you might do 'when you are grown up? ' Hardly any

1 Yes, often 3 Some

2 Yes, a few times 4. Quite a few
3 Yes, once or twice .6 Very many
4 No, never

¶ How do your parents feel about the kind of work you
t to do?

1 They would like me to do something better
9 They approve and think I can get to do

that kind of work
3 They doubt I can get to do that kind of

work and think I ought to try for some-
thing else

4 I don't know how my parents feel about
this

5 I don't know what I want to do

(FOR BOYS ONLY) How would you like to do the kind
of work your father does (did) ?

1 Would like that kind of work very much
2 Would be fairly happy in that kind of

work
3 Would not mind doing that kind of work
4 Would mind that a little
5. Would not like that at all

B24. Do you actually do many things with your mother for
fun?

1 No, nothing
9 Very few things
3 Some things
4 Quite a few things
5. Many things

B25. Do you respect your mother's opinions about the im-
portant things in life?

1 Not at all
9. Very little
3. Somewhat
4 Very much
5 Completely

B26. How much influence has your mother had on your ideas
of right and wrong?

Very little
9 Some
3 Quite a bit
4 Very much

(FOR GIRLS ONLY) How would you like to do the
kind of work your mother does (did) ? B27. How close do you and your FATHER feel toward each

1 Would like that kind of work very much other?
9. Would be fairly happy in that kind of work 1. Not at all close
3. Would not mind doing that kind of work' 2 Not particularly close
4. Would mind that a little 3 Moderately close
5 Would not like that at all 4 Quite close
6 Mother never worked to earn money 5 Extremely close

7
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B28.: Do you feel that you can talk over your personal
problems with your father?

None of them
_2. Very few of them

3 Some of them
4. Most of them
5. All of them"

B29. Do you and your father have many of the same kinds
of interests?

1. None
2. Hardly any
3 Sortie

4. Quite a few
5. Very many

B30. Do you actually do many things with your father for
fun?

1 No, nothing
2 Very few things
3 Some things
4 Quite a few things
5 Many things

B31. Do you respect your father's
portant things in life?

1 Not at all
2. Very little
3 Somewhat
4. Very much
5 Completely

opinions about the im-

B32. How much influence has your father had on your ideas
of right and wrong?

1. Very little
Some

3 Quite a bit
4 Very much

B33. How often do your parents quarrel or argue with each
other?

1 Very often
2 Frequently
3. Now and then
4. Very seldom
5. Never

B34. How happy do you think your parents' marriage is?
1. Quite unhappy

2 Slightly unhappy
_3. Somewhat happy

4. Fairly happy
S. Very happy

_6. Completely happy

8
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B35. In general, would you say your home life is 1

elhappy or less happy than that of other young p
you know?

1 Much more happy )
9 Quite a bit more. happy
3 A little bit happier t

4 About average -

5. A little less happy
6 Quite a bit less happy
7 Much less happy

B36. When your parents disagree about something
should be done, which one usually gets his (or
way about it?

1 Mother, usually
2 Mother, more often
3. About 50-50
4. Father, more often
5 Father, usually

B37. In general, how are most decisions made between
and your mother?

1 My mother just tells me what to do
2 She listens to me, but makes the dec,

herself
3. I can often make my own decisions;

she has the final word 1

4 My opinions are as important asi
mother's in deciding what I should

5 I can make my own decision but she
like me to consider her opinion

6 I can do what I want regardless of
she thinks

7 She doesn't care what I do
j

B38. In general, how are most decisions made betweei
and your father?

1 My father just tells me what to do
He listens to me, but makes the det
himself

3 I can often make my own decisions
he has the final word

4 My opinions are as important as
father's in deciding what I should do

5. I can make my own decision but he
like me to consider his opinion

6 I can do what I want regardless of
he thinks

7. He doesn't care what I do

B39. Are you usually fairly sure of what your parent
pest of you and how they want you to act?

1. I have no idea what they expect
2 I am sometimes in doubt
3. I know fairly well
4 I usually know
5. I always know
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When you don't know why your parents make a par-
ticular decision or have certain rules for you to
follow, will they explain the reason?
_1. Never

2. Once in a while
3 Sometimes
4 Usually
5. Always

Do you think your parents' ideas, rules, or principles
about how you should behave are good and reasonable,
or wrong and unreasonable

1 Usually unreasonable
2. More unreasonable than reasonable
3 About 50-50
4. More reasonable than unreasonable
5. Usually reasonable

Do your parents get after you for not acting the .way
they think you should?

1 Very often
2. Frequently
3 Sometimes
4 Once' in a while
5. Never

Do your parents ever disagree with each other about
what you should be allowed to do, or what kind of
behavior they expect of you?

Yes, very often
2 Frequently
3 Sometimes
4 Very seldom
5. Never

When you disobey your parents, do you get punished
for it in some way?

1 Always
2. Usually
3. Frequently
4 Sometimes
5 Never

B47. When you do something that your parents would not
want you to do, does it bother your conscience?

. Never
Very slightly

3. A little
A. Quite a bit
5 Very much

B48. In general, what kind of a reputation do you think
your family has in the community?

1 Very good; a top family
2 Above average; looked up to
3 About average; fairly good
4. Just so-so
5. Rather poor reputation

B49. How would you describe your family?
1. Upper class
2. Upper middle class
3 Lower middle class
4 Working class
5 Lower class

B50. Have you had any friends who dropped out before
finishing high school ?

1. No
2. Just one
3 Two or three
4 Several

B51. In general, are you as good friends with them as you
were before they dropped out?

1. Better friends now
2. About the same
3. Not as good friends now
4 None have dropped out

B52. Do you have any good friends who have gone on to
college or other kind of school after finishing high
school?

1. No, none
2. Yes, one or two
3. Yes, several

B53. If you count only your really close frien&, how many
How often, on the average, are you punished or car- do you have?
rected in some way by your parents?

1 M least once a day
2 Several times a week
3. About once a week
4 About once a month
5 Less than once a. month c. How many are still in high school?

B54. a. How many of these have dropped out of school?

b. How many have graduated from high school?

When your parents aren't around and you think they
will never find out, how often do you do things they
would not approve of?

1 Very often
2. Frequently
3. Once in a while
4 Very seldom
5. Never

9

1155. Do your best friends in school really try to be good
students, or don't they care much about school?

1 They don't work at all
9 They don't work very mtici
3 They try a little
4. They try quite a bit

They try very hard
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B56. In kenefal, what kind of grads do your closest school
friends get?

1 Most are quite a bit below average
2. Most are a little below average
3 Some are average and some .ire below

average .
4 Most are average
-5 SOme. .are -Acme arge, apcl- some

jut average or below average
6 Most are above average -

7. Most are top students

B57. What plans do you think your closest friends have
about school?. .

Most will drop out before finishing high
school . . .

2.- Some will drop out but most will finish
high school
Most will finish high school, but Will not
have any more schooling

4. All will probably finish, and some may go
on to college .

1. Most of them will go to college

ai8. Which one of these statements best describes the way
.

you yourself fit in with the group you go with?
1 I'm one of the leaders in thy grhup
2. I'm fairly popular, but- not a leader
3. I'm not especially popular, but they don't

mind having me around
4 I'm not really an insider
as I don't have any special group of friends

B59. If someone who knew the way things work at your
school rated all the groups of students on how popular
they are, how would your own group of best friends
rate?

1. They would be the leading group
9 They would rate near the top
3 Above average
4 About average
5.. A little below average
6. They would be near the bottom

B60. much do you think" most teachers like the group of
friends you go with?

1 Like them very much
2 Like them fairiy well
3. Neither one way nor the other
4 Don't like them much
5. Don't like them at all

B61. Outside of the group you consider as your good friends,
how do you get along with the other kids in school?

. I'm fairly popular, I believe
2. I'm well liked
3. I'm about average
A. Not particularly well liked
5. Rather unpopular
6. Very few people know me

10
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B62. In general, what do your parents think of your frieri
1. Approve of them very much
2. Approve for the most part
3.. Disapprove slightly
4 Disapprove very much
5. Do not know them

1363; In'. general, wlaie ideas.. and opinions do you resi-
more as a guide to yolir own liehavior, your pari.
or :your best friends'?

1 Best friends', much more.
9 -Best friends', little 'more

-1 About equal .

4 Parents', little more
Parents'. much more

B64a, Which of the following persons have been impo
to you in helping Srim plan for the future?. (Checl
who have been important.)

1. Father
2. Mother
3. Brothers or sisters
4. Other relatives
5 Friends your own age
6. School teachers
7. Other adults not already mentioned.

Bea. CIRCLE THE ONE ABOVE WHO HAS BEEN.Mi.
IMPORTANT.

.)
B65a. (FOR BOYS ONLY) Do you think your chanced

living the kind of life you want are better, or wl
than those your father had when he was your agi

1. Will not be as good
Will be about the same

3. Will be a little better
4 Will be much better

I

B65b. (FOR GIRLS ONLY) Do you think your chances
living the kind of life you want are better, or w
than those your mother had when she was your

Will not be as good
9. Will- be about the same
3. Will be a little better
4. Will be much better .

B66a. (FOR BOYS ONLY) Do you think you expect -f
out of life than your father did when he was your :

1. I probably expect less
2. About the. same
43 I expect a little more
4 I expect much more

B66b. (FOR GIRLS ONLY) Do you think you expect i
out of life than your mother did when she was
age?"

aaL

I probably expect less
2. About the same .

'3 I expect a little more
4. I expect much more

7+
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"NM, the'-following 1.4410.-.d0;704 think are ring
Iwrtint, fiir pe=sos to 1spedesS? PUT A 41"
BESI1*-111E THING THAT`- 11"00 THINK MOST
IMPORTANT, A q,2"' BESIDE OE SECOND MOST

1 AN "X" BESIDE THE
I LEAST IMPORTANT TifiNo.
1i _1. A sense of humor

Hard work
- -3. Brains

In-ch,
1- 5. Four Sex

6.. Your race

I Honesty
Belief in God

IE: SEVERAL OF THE' FOLLOWING QUESTIONS
ARE JUST OPINIONS THAT SOME PEOPLE

I AGREE WITH AND OTHER PEOPLE DISAGREE
WITH. CHECK YOUR OPINION.

7. Who you know.

-If a person, can get a good job when he-graduates froM
high school, he should take it, instead of going on to

. college:
Definitely agree
Agree somewhat

J. Disagree 'somewhat
A Definitely disagree

I would rather spend money than save it.
Definitely agree

2. Agree somewhat
Disagree somewhat

4. Definitely disagree

A.smart person who works hard really doesn't need a
lot of education to be a success in life.

1. Definitely agree .

2. Agree somewhat'
; 3.. Disagree somewhat

4. Definitely disagree

With the way the world is now, you should think about
what will make you happy today, and not worry about
tomorrow.

1. Definitely agree
2 Agree somewhat

__3. Disagree somewhat
_4. Definitely disagree

= People who try real hard ioltet ahead don't have very
much fun.

2

3.

..4.

Definitely agree
Agree somewhat
Disagree somewhat
Definitely disagree

r
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C15. Lots .of Peoplecannot get whit thby want hilife, even
if they try very hard.

1 Definitely agree . .

-Agra; Somewhat- .

3 Disagree somewhat
4. -Defmitely .disagree

C16. If a person wants to "be looked up to" by the people
who really count in life, be must have a good education.

Definitely agree
2: Agree:somewhat-

_3 Disagree. somewhat
_A. Definitely .disagree

C17. It' is-more. important to enjoy life and haie a lot- of
friends than it is to have a good job and make a lot
of mo. ney.

1. Definitely agree
Agree somewhat-

3. Disagree somewhat.
4 Definitely disagree

C18. Do you prefer to do things that you are used to doing,
rather than to try out new things?

Always
9 Usually
3. Sometimes.
4. Never

C19. If a person is not successful in life, it is his own fault.
Definitely agree

2. Agree somewhat
3 Disagree- somewhat
4. Definitely disagree

C20. Which do you think is more important for success, good
luck or hard work?

1. Good luck is much more important
9 Good luck is a little more important
3. It's about half and half
4 Hard work is a little more important
5. Hard work is much more important

C21. The world is becoming a better place to live in all the
time.

1 Definitely agree
2. Agree somewhat
3. Disagree somewhat
4. Definitely disagree

C22. No matter how hard a person tries, he cannot be suc-
cessful in life unless other people give him a chance.

Definitely agree
2 Agree somewhat
3. Disagree somewhat
4. Definitely disagree

tI



C23; -Ateiroir satisfied With the kind, of Tier -sou Ft!?
No, I'm- very:, cirsiatiSfied

2. I'M quite7diisiitiified
3 Somewhat iiiiatisfied'''
4. 'Satisfied in inOit'waYs
5 Completely satisfied

:

024.. you.feel that you can do welism anything you try?
. Yes, always -

Yes; most of the time
3 Not very often
4 Seldom -

C25. How. sure are you that your own ideas and opinions
about wZat you should do and believe are right and
best .for you?

Not at all sure,
Not very sure

(1,- A little sure
4. Quite sure
.5. Completely sure

C26. Do you evertake books out of the library just to read
for pleasureand not because you have to read them
for school?

1. Yes, more than once a month
2 Yes, about once a month
3. Once in a while
4. No, I never have

at

C27. Where do you eiPect-to live when you are -grown
it the

!
fottrn, city -or-County:Where

.litre
- 2. Somewhere else in the -wine state

3' In anotfiet Southern state -

In another part of the United States
5. In sonic: other country

C28.
In what part .of.-the United States. do you think a I

like:youtself- has the .best chance to make a.:
. cess out of his life?

1 The South
3. The North
3. The West
4. There isn't much difference

C29. In what part of the United States do you. think 1

hardest for- a person like yOuiielf to make a su
out of ace?

. The South
2; The North
3. The West
4. There lint much difference-

- C30. It would help us in our study to know if we
been able to make our questions cleat and 'Ili
standable. How did you find them?

I Had trouble with most of them
9. There were a lot of them that wer

clear
3. Only a few were not clear
4 They were easy to understand

.

1

1

a

PLEASE CHECK BACK TO MAKE SURE YOU HAVE ANSWERED ALL QUESTIONS WHICH APPLY TO YOU

C31. In the space-that remains, would you please write a short essay telling us about the general feelings you have
about school, and some of the reasons you feel this way about it.

THANK YOU VERY MUCH -FOR YOUR COOPERATION IN OUR STUDY.
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